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PREFACE 


This book is tlie outgrowth of work witli many classes in 
primary education in which the author has always tried to 
make tlieory immediately serviceable in the evaluation of 
practice. A similar approach is attcmptetl liere. IVcvalent 
tiefects in childhood education are pointed out for the pur¬ 
pose of finding a remedy. The superior organization and 
instruction which are lieing deveIoj)ed in many t)f our public 
schools is described in Ojpdtir help others to recognize the 
steps of progress. An effort is made to show that modern 
tlieories of education are workable wherever directed by 
intelligence and good-will. 

(irateful acknowledgment is made to the many stmlents 
who, through class iliscussion and tlirough reports and cor- 
resj)onden<:G after leaving cbllt'ge, have helped the author to 
keej) in toneh with c urrent problems in a wide field. I'hey 
are appreeuitively rememl>ered, although their names can¬ 
not all be meiitfoiled here. 

Particular acknowledgment is dne to Miss Minnie Lee 
Davis, formc^rly Supervisor of Kindergartens and Primary 
Grades at C^leveland Heights, Ohio, for |diotographs of 
classrooms in that city and reyiorts of W'ork done in the 
schools; to Miss Mary I>abney Davis, formerly Supervi.sor 
of Kindergartens and Primary Grades at.Dulu.h, Minne¬ 
sota, for photographs of classrooms; to Miss Grace L. 
Brown, formerly an instrnetor at Teachers Cpllege, for 
photographs taken by her in the Hora<?e Mann School; and 
to Miss Sadie Kintner, for generous aid' in the preparatiem 
of the manuscript for publication. 

The author is deeply indebted to Dr. JP, M. McMurry for 
constant encxiuragement to undertake and push forward 
this piece of Avork and for .stimulating criticism of it. 
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INTUOIHTCTION 

Hr KK\NK M. M< M|!KIIY 
Tea( iieks I’niveiisity 

Thehk is almost as miicli confusion in tlio field of ecluouiion 
at the present time as in that of polities; for education, like 
government, has been undergoing many radical changes. 

Our conception of what a child is lias been wonderfully 
modified in the last forty years. Tp to forty years ago, 
children had been little studied, liecause it was doubtful if 
they were wortli it. In our attitude towani them w-e had 
beem urnlcr the influence of the »)ld (irceks, who tlirew away 
children who did not proini.se to reach the adult state in full 
vigor. In itself chihlhood for them jiosscvsseil no particular 
merit or dignity. It is true, we did not throw them away; 
but we did think of them as fimling their goals in atlul! life, 
and their education meant only the accpiisition of sucli facU 
and skills as tlie distant future miglit recpiire. 

Then G. Stanley Hall began a study of the contents of 
children’s minds; and gradually children became wortliy 
objects of study, ju.st as plants and animals had long been. 
In consequence, many very important facts liave slowly 
dawned upon educators, (’hildren as truly feol and purpose 
and tliink, within their range of experience, as adults tlo. 
They are as truly citizens as ailults are. Their ilignity is 
not .something granted to them on atrount of promises they 
make for the future, but is inherent in tlitmi now. In reach¬ 
ing these conclusions educators tiave, no doulit, been in¬ 
fluenced by the attitude Jesus sliowed toward childliood, 
although certiiinly the full meaning of His Leaching at>out 
children is not yet understood. 
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INTRODUCTION 


Tlie zeal with which hundreds of professors of education 
are now attempting; to measure the intelligence of children 
is a striking witness of this change. Formerly no one in¬ 
quired what native abilities or aptitudes children brought 
with them to school. We were not interested at that end. 
What we cared for was what we w'ere going to make out of 
them; the goals; the ends to be reachccl. The fact that tlie 
native characteristics are now considered as worthy of so 
much attention, Ixjing the foundation on which the educator 
must build; and the fact that each child is so much unlike all 
others that he is worthy of indiv idual attention in this re¬ 
spect — these tw'o facts show' to what a wonderful extent 
children arc coming into their own. 

Since children are found to be so different from what they 
were once suppo.sed to be, their education must be under¬ 
taken in a different way. Even the very aim of education 
must be differently conceived. While scholarship used to 
be, perhaps, the best expression of this aim, citizenship tends 
now to take its place. That term suggests that it is what 
the child gives out, in the form of conduct, rather than what 
he takes in as knowledge that is the main concern of the 
educator. Knowledge in this case is not omitted or neg¬ 
lected; but it is subordinated. Energy to think, and the 
tendency to carry thought into practice, have become two 
things that receive far more consideration than formerly. 

Siuh aims as these require very radical changes in the 
curriculum. Forty years ago the normal child in the first 
grade was likely to have licginning reading four times per 
day; beginning number, four times; writing, four times, and 
spelling, the same number; and that was all. The first de¬ 
fect in sucii a curriculum to-day is tlie absence of stimulating 
ideas. In order to appeal to the tastes of children, in order 
to arouse their ambitions and inculcate purposes so that they 
willjiave energy to think and plan and do, new kinds of 
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subject-matter must be selected. Not only must more 
stimulating subject-matter be studied, but it must l>e more 
plainly a kind that identifies the child with social situations 
as well. Such demands as these are difficult to satisfy, but 
they are now persistent and pressing. 

All this means that educational ideals are much higher 
than formerly, and, tlierefore, mucli more difficult of at¬ 
tainment. Indeed, there is much cause for alarm at present, 
because the theory of education of children has advunt*cd so 
far beyond prevailing practice that the two are hardly within 
sight of each other. A revolution has taken place in our 
theory, and prevalent jiractice has hardly been able to keep 
even in touch with it. 

One result is that a great many of the teachers have never 
become inoculated wdth the new ideas; or, if they have to 
some extent, they have become discouraged over the situa¬ 
tion and abandoned hope of benefiting by further study of 
education. The task is too great for them. 

And even among the more progressive teachers there is 
much confusion. Many of the abler and more ambitious 
ones, in endeavoring to keep up with the advance by ap¬ 
plying the new ideas in tJie classroom, are doing less effec*tiv6 
work now tlian formerly. They liave let go of much that 
was good, thougli old, and ha\'c not mastered the new suffi¬ 
ciently to make it good. Very many of the so-<*alled “mod¬ 
em schools” are showing practices that mak ^ intelligent 
parents and supervisors almost despair. 

Probably the most difficult ages for the application of 
modem educational theory are those of the cliildren in the 
kindergarten and primary grades. Yet* it is there that at¬ 
tempts to make such application have been most active and 
persistent. 

The author of this volume has had extensive experience as 
a teacher in kindergarten and in primary schools; as a super- 
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visor of those two departments; and as a college professor of 
modern educational theory as related to those departments. 
She is, therefore, remarkably well equipped to show the re¬ 
lation between broad tlieory and classroom procedure. 
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CHAPTEU I 

DOES THE S( IRK)L ENVIRONMENT FIT THE CHILDREN? 

SrpposK schools Iijul never heen thought of jmcl, without 
prejudice of uny kind, we were to set afHuil to provi(ie an 
environraent and such instrumentalities as would best aid in 
the growth and training of tiie young cliihlren of tins genera¬ 
tion. Let us try to forget for a time all we know about 
.schools as they exist, cease to image those we atten<ie<l, 
those in which we are teaching, ami the one on the next block. 
For the moment these have vanished, and it has <hn'’olv<*d 
upon us to attempt to provide suitable conditions for the 
education of children from five or six years to nine or ten 
years of age. 

What §ort of provision shall we make and wliat shall be 
our first consideration.^ (^unnion-sense dictates that we 
pr(M"eed as is customary when tlie life and well-being of any 
growing animal or plant is concerned — find out all that we 
can about the creature or organism, its natun*, its needs, 
wdiat lias brought it to tlie present stage of dcN'i'i >pinent and 
the changes incident to the maturing prwess. To solve our 
problem, then, we should naturally draw upon all the em¬ 
pirical knowledge concerning childhood^ derived from ac¬ 
cumulated human experience ami upon the very considerable 
scientific data furnished by p.sychologists, pbysician.s, and 
specialists in social .science. WHiat kind of creatures are 
these children? What progress have they already made 
before coming into tliis proposed ideid environraent? What 
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aided the progress? If we take them for a good part of the 
day out of their natural environment can we provide an¬ 
other as go(jd in every respect and better in most respects 
for their development? And what shall this especially de¬ 
vised environment be like? 

As to child characteristics, ask any intelligent adult to 
pick out the most marked and universal trait of normal, 
healthy children and he will almost certainly point to their 
ceaseless and varied activity of body and mind. Physical 
activity is almost incessant from the earliest random kick¬ 
ing and clutching to the expert running, skipping, dancing, 
and climbing of later years. Active mental life is no less 
manifest from later infancy on, as shown by eager attention 
to surroundings, by questions and remarks, and by intelli¬ 
gent actions. Children must always he doing something, 
especially with tlie hands. They are interested in things 
animate and inanimate, and are continually trying to in¬ 
vestigate, explore, and construct. From early infancj'- to 
later years they like to go, tlius manifesting a distaste for 
monotony and a marked liking for movement, for new ex¬ 
perience and for change of scene. They like to follow 
grown-ups around and try to do many of the things their 
elders are doing, and in the same way. The companionship 
of other children is also sought, and it is constantly re¬ 
marked that even babies recognize and are attracted to 
otlier babies or older children. In later childhood this 
casual companionship resolves itself, under favorable con¬ 
ditions, into small neighborhood groups for play and for 
mutual plans and schemes of interest to all. 

The mere novice may readily notice the earnestness and 
zeal of children in their own underLikings and the persistent 
and sustained effort often put forth to accomplish what is 
desired. The unspoiled, healthy child is never a passive, 
helfdess creature waiting to be told everything and to be 
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served. He is, on the contrary, inventive, ingenious in con¬ 
triving ways and means to accomplish his purposes, and 
eager to do things for himself. Children are industrious, at 
least when their own “business” is concerned, and are bored 
and unhappy when occupation is lacking or of a kind 
decidedly l3elow their powers. In brief, normal, healthy 
children are not by nature lazy. 

PiiE-ScHooL Environment and AciiiEmMENT 

At the age for which we propose to devise an esi)ccia]ly 
adapted environment called the school, our small patrons of 
normal intelligence have already made remarkable advance 
in their own education. Wliat they know and can do would 
be astonishing to us if our perc'cptions were not dulled by 
occurrences grown commonplace. They will never again 
in any oUier five years make such progress in the mastery of 
the mother-tongue; they will never advance at an equal rate 
in gaining control over their own bodies; the senses have re¬ 
ceived and the brain has recorded we know not how' many 
impressions of form, color, size, texture, sound, and the basis 
has been laid for judgments of quantity, direction, and re¬ 
lationship. Many children have learned social behavior of 
a high order, and all but the slow^est and least experienced 
have a fund of useful, though not very well-organized, in¬ 
formation. Any school which could show an eqiial advance¬ 
ment on the part of its pupils in a period of three or four 
years would be marked for special praise. But, it is ob¬ 
jected, there is a fallacy in such expectations, since the 
years of early childhood are those in which human instincts 
are powerfully at work, and native powers and abilities 
will expand and develop without intervention and even in 
spite of obstacles. That is true to a considerable extent as 
regards sensory and motor abilities, but children subjected to 
inferior institutional life show vciy^ plainly how even these 
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functions may be retarded and how much their mental at¬ 
tainments depend ujwn the right sort of stimulus and guid¬ 
ance. There is a learning process and a teacliing process 
going on through the pre-school period* and j)erhaps it would 
be advisable, instead of tlirowing these into the discard in 
planning our school, to note some of the features which have 
made them notably successful. 

Highly irujiortant among these factors is the freedom ac¬ 
corded the growing child. He moves about in his small 
world devising occupations, discovering new objects and 
fresh aspects of his surroundings, talking to any one present, 
and busy from morning till night with concerns that seem to 
him interesting and worth while. In the average home this 
frewjorn is not simply of the negative kind, wliich consists in 
tlie removal of unnecessary restraint, but it is of a positive 
type including the jirovision of an interesting and fairly 
suitable cquipiiuMit of furniture, toys, and simple materials 
and tools ready for childish employment. The most de¬ 
veloping conditions would include suitable playmates. If 
the health of children is guarded, and if in addition there are 
sympathetic and understanding older people in the family 
group who make real companions of the children, sharing 
and enlarging their experiences and placing some responsi¬ 
bilities on them, the conditions essential for normal growth 
and expansion of powers seem to be fully provided for these 
early years. 

Does any one believe that the characteristics described 
above are useless and undesirable, or that they are outgrown 
by the time the child is old enough to enter school? Does 
any one question the \'alue and the general soundness of the 
educational policy noted in the pre-school period? Eminent 
authorities in the p.sychoIogy of childhood tell us that all the 
traits here mentioned are strongly operative at the period 
under discussion, and that it is only through the exercise of 
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this ori|?intil nature and throufch tlie prompt and timely pro¬ 
vision of suitable stimuli for such evercise that ecHjnomicul 
and efficient education is possible. This bein#; true, then, 
some sucli prcK'cdure as that in a good home, with additions 
and modifications, will be essential in the school plans which 
wc are to propose. 

What Sort of School Enviuonmknt doks thk 
OllKHNAL NaTCHK OF Cllll.DHKN DeMAND.’' 

Freedom with rich opportunity for varied activities should 
he the first requirement.'/Tti say nothing of the physical 
effects, it is iloubtfiil whether children can grow at the high¬ 
est rate mentally if confined to a desk and kept in rather a 
barren environment four to five hours a day. (Vrtain it is 
that desirable social activities and habits cannot obtained 
undt'r these conditions. As in the good home, this freedom 
must be genuine and positive, cariy’ing wnth it abundant 
opportunity for wholesome e<hicative work and play for 
individuals and for groups, and not omitting the responsi¬ 
bility and dec‘pened social con.sciousness whicli is always a 
part of true freedom. (jVe cannot remind ourselves U>o often 
that mere removal of restraint in ai» impoverished .situation, 
and without heightened .self-control and mutual good-will, is 
Uqt real frewlom. \ 

In our school there must be many intere.sting ‘ hings of all 
kinds to do — more and better than the children could find 
or invent for themselves if left alone, more and better than 
any but the most exceptional home is capable of furnishing. 
To this end there must l>e materials of great variety. If it is 
through the evolution of man's hand that the human race 
has risen to its high estate, it is, a.s well, through the sur¬ 
rounding world of flexible materials amenable to his will and 
ready for the exercijie of hand and mind. Anthropologists 
point out that the hand itself would never have evolved if 
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there had been no roots, bark, berries, nuts, twigs, stones, 
and soil, or the equivalent, for man*s manipulation and for 
the realization of his rudimentary purposes. While children 
have passed beyond this most rudimentary stage before they 
enter the kindergarten, at no point during the primary- 
school period should they be deprived of plastic, easily 
modifiable materials, capable of suggesting interesting pro¬ 
jects and yielding both temporary and permanent forms and 
constructions according to the worker’s purpose and design. 

Toys and apparatus of an educative kind .should be fur¬ 
nished, and attractive picture and story books of all kinds 
suited to the maturity of the children should be at hand in 
addition to the best textbooks. 


Oj^portunities for social intercourse in school sliould be 
better than tlie average child enjoys outside, because, when 
so many children are brought together and when so many 
supposedly expert and trained adults are associated with 
them, conditions are offered for bringing out the best that 
tlie most gifted as well as the least endowed of the group 
have to offer. In addition, the varying ages represented in 
the grades make possible the passing on to the younger of 
ideas, suggestions, and plans which otherwise would not 
arise. To this end, there must be abundant opportunity 
for intercourse within the class groups and between grades so 
that individuals and classes may see and know what others 
are doing, may learn from each other and thus come to ap¬ 
preciate and imitate what is worth while. ^Opportunity 
should be given for children to draw together into self- 
organized groups for work and play, to mingle, compete, 
lielp, oppose, lead, submit, as they do in outside life^the 
difference here being that there is more certain to be some 
reckti^iing of the results of this intercourse and some guid¬ 
ance from a mature companion. There should be greater 
aainirance in school tlian in the less-organized life outside 
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that wiiat is best in each individual and group is encouraged 
for the benefit of all. 

^The best schoolroom is too narrow for full grt)wth, just as 
the home is too narrow. (Children need to be led out into 
the surrounding world of shop , industry, ciyjclife, musiewnu 
farm, into all those places to which the intelligent 
father likes to take his children, but which all too few have 
the opportunity to see and enjoy.) Gett ing out of the school¬ 
room into the school-whole also helps to provide scope for 
expanding interests, just as taking the baby from the nursery 
into the family living-room brings stimulating experiences. 
The greater the school activities and the wider the associa¬ 
tions for all grades, the better for the youngest as well as the 
oldest pupils. 

What Sort of Environment is Quite Commonly 

Provided? 

At the beginning of this chapter we tried to set aside the 
image usually called up of the average primary schoolroom, 
in order that we might better consider what tyi)e of environ* 
ment the nature of children seems to demand. Bring back 
now as vividly as possible that very common type of room. 
Does it fit the living organism described? Does it provide 
for obvious needs in the way of stimulus to a full and active 
physical, intellectual, and social life? Or are we in reality 
still bound heavily in our practice by tradition, convention, 
and preconceptions in the face of well-understood and gen¬ 
erally accepted facts of child nature and growth? 

Go from one city to another, chosen at random in different 
parts of the country, until you have visited ten or twelve. 
In each city enter .several primary classrooms, also chosen at 
random, and remain a part of the morning. This will give a 
fair sampling of current practice and the above questions 
may be fairly answered. Fuller reports of such observations 
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will be givTii in (Chapters II and VII. Here our purpose will 
be served by merely mentioning a few outstanding features 
of a large percentage of our primary schools. 

Visit one of these rooms before the cliildren enter in the 
morning and ask yourself, “For what sort of creatures is this 
environment designed? Is it for very old men and women 
who are willing and ready to sit still, and who, having ex¬ 
hausted the experiences of the outside world, are glad to shut 
it out? Are the expected occupants (who will enter in a few 
minutes) to'see anything, do anything, make anything, talk 
to any one, find out anything for themselves?” It seems 
not. There arc no half-completed objects about, no evidence 
of childish schemes under w'ay. Ever>’thing seems well cal¬ 
culated to cut off stimulations of all but a highly selected 
and limited type. In an incredible number of cases there is 
no flexible material for the child’s use above the kinder¬ 
garten except the very limited amount employed under close 
direction at the regular Industrial Arts or Fine Arts period. 
In too many cases even this is not in evidence. All of that 
free manipulation out of which comes creative work, plan, in¬ 
vention, design has evidently ceased for the child in this sort 
of .school. The fixed desks still found in a large majority of 
first-grade and second-grade rooms, and all but universal 
above second, discourage all genuine social intercourse and 
any but the most formal sort of physical activity. If you 
enter a formal first-grade of the better tyi)e you may see a 
nrnre or less attractive-looking reading-chart, some of the 
more interesting reading textbooks, a few other good books, 
some pictures on the wall, and perhaps some plants in the 
window. In many such roonefe you will find scissors, colored 
crayons, paper and paste. This better sort of equipment is 
, far from universal, and is, furthennore, all too meager and 
^restricted for.the vivid, eager, energetic, out-readiing nature 
okildren. It seems clear that the avi^rage primary scliool 
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has not been planned and organized after a careful study of 
the young creatures to be accommodated, but is largely the 
product of inherited practice and of the old psychology. 

There is some evidence that the physical well-being of 
young pupils is sacrificed under the conditions which quite 
commonly prevail. On this point Lewis M. Terman ^ has 
collected considerable evidence which he sums up as follows: 

Is the influent'e of s<*hool life sufficient to iiffcct growth in height 
and weight? The data seem to justify an affirmative answer, 
particularly as regards the perkxi iinniediati'ly following S('hool 
entrance. That the initiation of the child into the life of the school 
should prove such a ])rofound slux'k as to affect the growth of the 
entire body forcibly suggests the desirability of reforms that will 
make the transition from home to sclu)ol more easy and natural. 
There is no reason why the school should Ik‘ less healthful than the 
average home. It ought to lie more healthful than the average 
home, and until it is made so the campaign for sc1uh)I reform 
should continue. (){xm-air clas.ses p4>int the ideal by demoU' 
strating that it is as jxissiblc for the scluxil to create health as t(» 

ilestroy it. 

What Sort of Environment does the Kinderoakten 

Furnish? 

If we should happen to look into a kindergarten room be¬ 
fore school, things will be found to be quite different. It 
will usually be large in proportion to tlie number of seats 
provj/^led, and there will be a sense of space jc d freedom for 
movement incident to the type of furniture cmi)loyed. This 
will be of a movable .sort, indicating tliat the occupants are 
not expected to remain in one spot. The chairs will prob¬ 
ably be arranged in such fashion as to 'suggest social inter- 
coimie, and the tables will be large enough to serve for real ^ 
work. Finished work in great variety and partly completed 
schemes of construction will iLsually be seen. A glance into.. 

* Terman, Lewis M.: The Hygiene of the School Child, chap, iv, p> 44. ‘ 
Riverside Textbooks in Education. Houghton Mifflin Company. 
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the ample closets and cabinets will reveal an absolute or a 
relative wealth of materials of all kinds — blocks, clay, 
wood, textiles, paper, cardboard, toys, crayons, scissors, 
paste, paint, dishes and other small housekeeping utensils, 
picture books, small musical instruments, and other innu¬ 
merable objects of interest. There is almost certain to be a 
))iano in this room. Everything indicates that the children 
are to be participants in an active, happy, industrious, com¬ 
munity life. 

If we should look into high-school rooms in the same sys¬ 
tem of s(jhools we should be likely to find laboratories, work¬ 
shops of .several kinds, sewing-rooms, gymnasium, a library, 
printing-press with a school publication under way, and 
evidences that many connections have been established with 
the outside world of affairs. 

What are we to infer from these contrasts? Are we to 
assume that children cease suddenly at al>out six years of 
age to care to investigate, construct, communicate, play, 
and work actively together and to learn by first-hand expe¬ 
rience? That they have become all at once sedentary in 
disposition and almost wholly occupied with the desire to 
learn to read and write? That at thirteen or fourteen years 
of age or thereabouts there is a reviv^al of the more active, 
dynamic tendencies which the school feels obliged to meet? 
A visitor from Mars might fairly reach such conclusions, 
and his escort might find it difficult to explain the philoso- 
pliy back of the primary school. 

When shall we begin to apply widely, consistently, and 
generously what many parents and all well-trained teachers 
know regarding the needs of child life? 

What is the Outlook for the Future? 

A number of private experimental schools in recent years 
have^practically started with a clean slate. They have re- 
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jected the furniture, the meager equipment, the formal 
organization, and a good part of the curriculum of the tradi¬ 
tional primary school, because they have rejected most of 
the theory upon which such practice was based. Those in 
control of such experiments are scnitinizing afresh the cur¬ 
ricula and methods of education in order to select with in¬ 
telligent purpose tliose factors best conducive to the traits, 
habits, and attainments most desirable for young citizens of 
to-day. 

The machinery of our great public-school systems is heavy 
and unwieldy. Nevertheless, there is abundant proof that 
leaders in this field have gradually effected marked changes 
in line with modem educational thought. Here and there 
all over the country in public schools is to be found primary 
work tliat rivals in every w'ay that of experimental and de¬ 
monstration schools of high reputation. Only a few cities 
have as yet been able to reorganize all of their primary 
work, but in many places certain schools and particular 
classrooms are able to show happy childhood engaged in the 
business of life under ideal conditions. There is a tendency 
in new buildings to provide large, bright rooms. Tables and 
chairs are taking the place of fixed desks, l)ecause they per¬ 
mit bodily ease and freetlom and encourage natural human 
relations. A much richer and more stimulating equipment 
makes possible genuine play and whole-hearted work of a 
varied character. Public-school classrooms of this type are 
shown in Figs. 1 to 4. 

Dead material is being discarded from the curriculum to 
make place for vital experience and a content well designed 
to awaken and nourish the best in child life. 

It is the purpose of the next chapter to show in some de¬ 
tail various types of current practice and to apply to them 
the standards presented above. 
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QUESTIONS 

1. What are the outstanding characteristics of a normal, 
healthy child of pre>s(‘h(K>l age? 

2. What features of the learning pnnrss of the prc-s('hool 
period would we do well to incorj^orate in the teaching pro¬ 
cess of the si'hool? Justify this scUvtion of sc1kk)1 environ¬ 
ment for the six-year-old. 

3. Contrast the first-grade room that yoi: know In'st with the 
kindergarten room. Can yon offer any sound reasons for the 
difference? 

4. What are some of tlie steps rKK'cssiiry in order to sec’urc the 
best kind of environment for primary children? 



CHAPTER II 

SOME TYPICAL EXAMPLES OF ENVIRONMENT AND 
PRACTICE —WHICH SHOULD PREVAIL? 

The question proposed in the preceding chapter, together 
with some general description of prevailing conditions in 
primary grades, was intended to serve as an introduction to 
the records of actual observations in classrooms here pre¬ 
sented. So far as accurate and painstaking accounts given 
by competent observers will suffice, readers will now be 
taken into sclioolrooms and shown widely varying types of 
current practice for the purpose of judging their relative 
worth and soundness. 

Two of the observations here described W’ere made by the 
author as chairman of a committee in the National Primary 
Council concerneti with the study of current practice in 
primary schools. The others were made by the author as¬ 
sisted by Teachers College students in further pursuit of the 
same question. The results of the Primary Council investi¬ 
gation were published by that organization as a 
and it is from this report that the first two records were 
taken. 

Visitors spent all or nearly all of one session in each room 
descriljed, noting what was done by teacher and pupils, how 
these activities originated, the kind of control exercised, tlie 
character of furniture and equipment, and the provision ior 
meeting the native interests and tendencies of children. 
From a large number of such visits made in various parts of 
the country, it is believed that the six descriptions offered 

* Sidl^n, vol. IV, no. S, National Council of Primary Education, Febru¬ 
ary, 1981. Columbia, Missouri, 1811 University Aveuue. 
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here represent about the widest possible range of practice 
provided by our public schools. 

The first observation is representative of a military type 
of organization as found, in this mstance, in the lower grades 
of a large city system. The teacher here is absolute dictator. 
The environment is barrack-like in its severity. The small 
conscripts seem to l>e kept at **setting-up** exercises of a 
mental sort most of the time. It is quite clear that this 
school is dominated by the conception that early education 
consists in the acquisition of the superficial features of a few 
intellectual skills. The method useti, tlie environment pro¬ 
vided, and the kind of control exercised all fit the theory 
admirably. The “pouring-in** prcKcss and tlie attempt at 
fixation by sheer repetition are fully exliibited. 

The only social-moral response the o))server could see was 
that of instant ol)edience to command while in the presence 
of the commander. 


Fir/rf Ohservaiion 

First Grade. City Public School. 

Forty-three children present. Floor space almost entirely 
covered by fixed seats and desks. No material of any kind in 
evidence, no finished or unfinished work in sight. A few inferior 
pictures on wall and some large number-perception cards on 
which were pasted groups of colored circles wilh corresponding 
statement, such as 3 -I- 4 =» 7, printed on them, a set of First 
Readers on the teacher’s desk and drill cards for sight-words, 
phonics, and arithmetic; another set of Readers in the children’s 
desks. The entire class was treated as a whole, and all were ex¬ 
pected to give full attention all the time. • 

8.40 Pupils filed in silently, took off wraps, t(x>k seats, folded 
hands behind them. 

8.45 Formal exercises in penmanship at desks with pencil and 
paper. Exercises were of the “push-pull” type. Small 
letters of alphal)et made from dictation and imitation. 

9.05 Singing (two minutes). 
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9.07 Formal physical exercises performed in aisles according to 
teacher’s directiotis. 

9,10 Arithmetic. Formal drill intended to fix addition combina¬ 
tions through the threes. Counting. Reading numbers. 
Written exercises in which addition tables were formulated, 
some pupils at Ixiard, others at seats. No applied number. 
This period of forty miimten was broken once by call for arm 
movements, an exercise lasting le.ss than a minute and per¬ 
formed ill a silting ]K)sture. 

9.5.5 Filed out of room to basement and back. 

10.05 Five or six children called upon to rwite rhymes designated 
by teacher. 

lO.lfl Formal plionic exerc-ises and rapid drill in the recognition of 
wonls and phrases printed on cards. Every device known 
to the teacher of beginning reading calculated to secure 
ijuiek resixnise to minute elements was used. It was a 
rapid-fire, eyes-on-th<‘-teucher drill, which lasted an hour 
and five rnimiles, broken twice by physical exercises occupy¬ 
ing a total of tu'o tniuute.H. The first break occ*urre<l at 
lO.tUi, and consisted of a playful exercise in the aisles di- 
riH-ted by the teacher. The second (K'ciirred at 10.55, and 
eonsistiMl of a few arm movements, jmpils seated. 

11.18 An active exercise involving quick change of seats, under 
ti'ac’her’s tiirtvtioii (one minute). 

11.19 Reading. Sch'ction designated by teacher. Children 
seatwl at desks were called on one at a time and told to read 
one, two, or three lines. Not a question asked or a remark 
made regarding the thought by either teacher or pupils. 

11.50 An unexpe<‘ted call for general assembly came from the 
office, class work for the day was suspended, and pupils 
pussetl out in regular ranks. Normally, this grade would 
have lK*eu dismissed at 12.30. When asked what the nature' 
of tlie work would have lajeii at this last period, the teacher 
said, “More reading, or whatever I think the class needs.” 

At all times when seated, exc‘ept w’hen writing, handling 
cards, or reading, pupils were required to keep arms behind 
back and were continually admonished to “sit tall.” Ac¬ 
cording to a conservative estimate, all the children sat in this 
post'ure at least a tliird of the time, and the “good ” children 
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held this position at least half tlie time during the entire 
morning. The varnish was w’orn off the backs of the seats 
where annual generations of small perspiring hands had 
been pressed. 

The second observation shows very formal work, but less 
of the military, lock-step drill than was noted in the first 
case. Here the class was much smaller, but no advantage 
was taken of the extra space. Two <livisions were formed 
according to pupils’ attainments, thus showing some regard 
for individual differences, but no attempt was made to em¬ 
ploy tlie energies of the group not engaged in a lesson with 
the teiicher. Note the amount of time absolutely wastwl 
throughout the day. WJioever planned, approved, and 
directed this scJiool subscribed completely to the idea that 
children have within themselves no powers for self-education 
and self-direction. In spite of the relatively small class, 
there was not tlie slightest opportunity for real freedom and 
choice and no training in the beginnings of how to study. 
The school is one to which visitors are often directed that 
they may sec represen tat i^•e work. 

These particular children were promising-looking young 
Americans. Is tlie school starting habits of industry, co¬ 
operation, and independence.^ Is it training in ability to 
think, to set uf) worth-while ends, and to employ leisure time 
well? 


Second Ohaerration 
First Grade. City Public S<’h(K)I. . 

Twenty-seven pupils present. A more attractive nxim than in 
Report 1, less crowded, but furni.shed in same manner and with 
only slightly lietter supply of materials. Same formal organiza¬ 
tion except that there was some pretense of dividing pupils ac¬ 
cording to ability into two sections. These wctc called A division, 
and B division. 
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0 - 0.07 B division marched to front of room and stood for 

, drill on words and phrases from a chart. 

A division at desks entirely unoccupied, but expected 
to sit perfectly quiet while others recited. 

0.12- 0.45 Both divisions. General talk regarding weather re¬ 
port, coal prwluction, etc.; very little contribution 
from children, teacher doing most of the talking. 
Great waste of time. 

0.45- 0.50 Formal physical exercises performed in aisles acconl- 
ing to teacher’s directions. 

0.50-10.14 B division. Reading. Very formal lesson, pupils at 
desks, called on to read orally one or two lines each in 
turn. No discussion. 

A division. At desks, again entirely unoccupied, but 
required to be quiet. 

10.15-10.40 All marched to enclosed court. Pupils stood aimlessly 
about part of the time. Were led by teacher in 
rather formal marching, skipping, etc. 

10.40-10.50 Handwork at desks. Cutting and pasting flowers 
according to direction. Very little opjmrtunity for 
exercise of individuality. No purpose apparent. 
No use indicated for finished product. 

10.52-11.35 A division. Reading from chart. 

B division. At desks, entirely unoccupied. 
11.35-11.40 Formal physical exercises performed in aisles accord¬ 
ing to teacher’s orders. 

11.42-11.50 Both divisions, seated. W’ord drill. Teacher erased 
one word at a time and piqtils told what was erased. 
12 -12.15 Formal exercises in penmanship, using paper and 

pencil, at desks. 

12.20 Dismissed. 

No new ideas apparent and nothing to stimulate tliinking. 
When not reciting pupils were expected to sit quietly in 
seats without anything to do. They were admonished many 
times during the morning to **sit erect and lock hands.’’ 

Small forward steps in several directions are shown in the 
third^ observation. The physical conditions are somewhat 
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better inasmuch as small chairs for “recitation’* groups give 
opportunity for occasional change of |K>sition. 91'he chairs 
also suggest a more intimate intercourse at times. The 
presence of the miniature grocery store and tlie nature of the 
paper construction show a slight recognition of the child’s 
point of view, though the purpose of the activity is not 
clearly theirs. The drawing offers some opportunity for 
individual expression, and there is tlie possibility of im¬ 
proved taste and heightened pleasure in good literature. 
There is a little genuine, natural conversation, the first we 
have so far encountered in our visits. Occupation of a re¬ 
stricted kind is provided for the group at their desks, hut no 
provision is made for choice or variety. The rapid workers 
who finish assigned tasks before the period is over have 
notliing to do. Very little faith is shown in the ability of 
children to take responsibility and to select and carry for¬ 
ward worth-while undertakings. 

Third Observation 

Second Grade. City Public School. 

Thirty-five children present. Fixed seats. Small chairs in 
open space at front of room. Window-boxes with growing plants. 
A few good pictures on wall. Two sets of good reading texts on 
teacher’s desk. A miniature grocery store in one corner made in 
part by pupils. The only materials were construction pai>cr, 
paste, crayons, scissors, and plasticine. 

8.30 Children filed in silently, took seats, folded .ands on desks. 
Rote singing, some of the .songs chosen by children. Salute; 
to the flag. Teacher told story of Snow White and Rose 
Red. Children listened with interest. Teacher asked a 
few questions concerning story, reqturing pupils to rise and 
respond in complete sentences. 

8.45 Sec. I. Reading. All new words in lesson taught by 
phonetic analysis, before reading. Pupils read orally in 
turn around class. No questions or remarks by pupils. 
Sec. II. At seats, copied words of spelling lesson from black¬ 
board. Told to study the lesson but no indication of any 
special plan for study. 



20 THE PRIMARY SCHOOL 

0.00 Alternation hy sections, of above lessons and exercises. 

9.15 Sec. I. Drill in arithmetic. Addition combinations. Va¬ 
rious tlevices calling for lively rt'sjKMise and some physical 
tictivity. 

Se<'. II. Did some sums copied from blackboard. 

9.35 Alternation by 8C‘<*tions of above lessons and exercises. 

0.55 All marched to basement, and then to open court for short 
free play. 

10.10 Penmanship lesson. Teacher .selected a few of the l)e.st 
sheets, praised them, and pinned them on the wall. 

10.20 (’onstruction paper and scissors passed by pupils. Teacher 
dictated instructions for box. Said it might lx? usetl in 
grocery if desired. A little real <*onversation at this time. 
Roxes when finished dirl not seem to be highly valued by 
pupils. Many were thrown in scrap basket at dismissal 
time. 

10.40 Sw?. I. Spelling lesson. Chiefly a test, oral ami written, 
of words previously assigned. 

10.52 Sec. II. Six?lling lesson. Same kind, with different words. 

11.10 Both swtions togetlier at seats. Written composition. 
Talked alxnit Snow White and Rost* Red. Tcaicher wrote 
chihlren’s statements on board. Certain words were em¬ 
phasized, then erased, pupils told to fill in blanks anti copy 
stmtenccs on papers. Product consisted of brief beginning 
i>f the story. When told they might illustrate, pupils got 
out coltired crayons and worked with manifest interest. 

11.40 Phonic drill, entire class. 

11.55 Study period. Both .sections studied reading lcs.soti. Teacher 
movetl around room and assisted weaker pupils. 

12.15 hiasy sight reading, both sections together, at seats. Ac¬ 
companied by a little dramatization of story read, rather 
closely directed by teacher for evident purpose of securing 
more expressive oral reading. 

12.35 Dismiss^. 

When not otherwise indicated, the group under instruc¬ 
tion of teacher occupied tlie chairs at front of room. 

« 

The fourth observation was made in a public school, first 
grade The life here described presents a pleasing contrast 




Fig. 2. Second Gr.vde, Lesteb Park School, Dclcth, Minnesota 

Notice tbe space and the pleasant social groups, also tbe evident proinsion for the many-sided interests of children 
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to the barren mechanism found in the first two observations. 
These little folks are allowed to live and to act like real chil¬ 
dren. We see them moving about in a normal way engaged 
whole-heartedly in interesting childlike occupations. They 
are very evidently learning to direct and control themselves. 
This is shown by their ability to inhibit loud talking and 
noisy movements and to carry on numerous delightful and 
worth-while activities without disturbing the class engaged 
in reading. Even this brief glimpse show’s that they are en¬ 
couraged to be original, thoughtful, and neighborly, and that 
habits of industry, courtesy, and independence liave a chance 
to develop. 

The equipment is decidedly above the average, but is not 
more costly than that to be found in many forma] class¬ 
rooms. Several items were evidently contrived by the 
teacher’s ingenuity. 


Fourth Obttervation 
First Grade. City Public* School. 

Twenty-five children present. Two and one half hour crlass. 
Room fiirnislied with small table.s and chairs, low cabinets contain¬ 
ing materials for stimulating handwork; low cabinets to use in keep¬ 
ing unfinished work; large floor blocks for building; low book¬ 
shelves containing bcK)ks for children; two small-type printing- 
presses. one large-type press for use of the children; easel used for 
large painting; attractive posters and bulletin l)oard for stimulating 
reading. Ferns and flowers arranged in low bowls. Low black¬ 
boards for use of the children. 

8.35- 0.03 Pupils entered at 8.S5; after greeting the teacher each 
child went to the cabinet and took out the unfinished 
work of the previous day or began something new. 
The teacher went from child to child seeing that each 
was nk'ely started, then sat down and three children 
needing help in reading were helped. After that one 
child who had been struggling with figures on the 
board was taught how to make eight correctly. An¬ 
other child was guided in writing his name on the 
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blackboard. During this period tlie children were 
free to choose any activity they wanteil. The follow* 
ing were noted: one child w'as painting a large elephant 
to illustrate the rhyme made by tlic class the day 
before. This picture and rhyme were one of a series 
of rhymes being made by the children similar to those 
in Edward Lear's Alphal)et Book. Several girls were 
sewing tarlatan wings to be risc^l in a dramatization. 
Several boys were making goblin hats. Other girls 
w'ere making torches of paj:M?r for the dramatization. 
One lx>y was printing a rhyme with the press. An¬ 
other l)oy was drawing a picture of the goblins and 
the princess on the blackboard. One little girl read 
to herself. 

9.05- 9.35 At 9.05 the teacher played the xylophone and the 
children l)ccumc quiet instantly. She asked if they 
hafl everything they needed to work with during the 
period when they would lie by themselves while the 
othens were reading. After some dclilieration, certain 
chiMren went to the cabinet an<l eho.se more material. 
Then, without saying anything, the teacher sat down 
in the front of the room. The <*hildren brought their 
chairs dose around her. After a good-morning song 
she opened the Bible and liegaii to read, “For, lo, the 
wintt'r is passed, the rain is over and gone," etc. The 
children said this as she rc;ad. This passage was 
printed and placed over some spring pictures in the 
bac*k of the room. Two or three children turned in¬ 
stinctively to that place showing that they assoedated 
the thought anti the printed woj Is. The Lord's 
prayer followed, then a number of H])riug songs chosen 
by the children were sung. R<‘qucsLs for poems to 
be read were made, and “ Fairies and Chimneys ’* by 
Rose Fyleman, was read, the children saying parts 
that they knew. It was a* windy <lay and before 
school the teacher had posted on the bulletin board 
the sentence, “This is a windy day.” Several chil¬ 
dren had read it, and a hoy sugge.sted that “Kite 
Weather,” a ptiem in Jane, Joeepk and John, by 
Bergengren, be read. After this the children went to 
their seats. Nothing was said about the work that 
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they were to do, as each had determined earlier what 
he was going to do. They were getting ready for 
a dramatization of The Magic Kiss^ by Christine 
Chauiidler, and much of the work naturally centered 
. around that, even though the children were free to 

ch(K)se otherwise if they caret! to. 

9.35-10.05 The teacher wrote, “X, Heading Class,” on the board. 

and that group brought their chairs to the front of the 
room and formed a small circle around her. Their 
problem was to reatl the part of The Magic Kiss 
that answered the question that the teacher held up. 
Questions had l>etni printctl on separate cards liy the 
teacher. Each c*hild had a eoiulcnsed chapter of the 
story, which he was to read if it answered the ques¬ 
tion. As there was a chapter for each question, eat'h 
child had a chance to read. Comments on the reading 
were ma<le inforinaily by the children. The teacher 
kei»t in a notebook her own comments on their work 
aitfl needs. 

10.05-10.3t) Other Reading Group — Reading frojii Eir.st Readers 
silently — then answering questions printed on the 
board bearing on what they had read. Every child 
had read by the end of the period in one group or the 
tdher except the three .slowest children. They had 
been given individual help during the period from 
8.35-9.00. 

10.30-10.40 Free activity in the yard — tea<‘her there but simply 
observing. The .sli<le and swings prov^ed most popu¬ 
lar. 

10.40-10.50 Clearing up the room — putting unfinished work in 
the lo(“kers. At a .signal from the tetudier the children 
were a.skcd if the r<K>m presented a satisfactory ap¬ 
pearance. They decitletl that there were untidy floors 
and the attention was called by a child to the Rules 
Chart formulated by them early in the year, one of the 
rules being—‘“Keep the floor clean!’* Cleaning up 
took some of the time usually devoted to a story so 
they deci<lcd to use the remaining time dramatizing 
The Magic Kiss. 

10.5Qyll.l5 The teacher .sat down and observed. The children 
pushed ba(*k the tables, made the toadstool ring, put 
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on their costiiiiies if they were finished, brought in tlie 
Viflrola and g»)t tf»e rtvords for tlie teacher to nse 
(tlmt washer part). One child tohl tlie story —the 
music began and the rest of the story was drarnalizcHi 
and interpreted to music. Following the dramatiza¬ 
tion, comments and suggestions and criticisms of each 
other were given, and they decided tliat just as soon 
as the costumes were finished they could invite the 
motliers. Following the setting to rights of the room 
(another class uses the room from 1 they 

sang a Good-bye song, and were dismissed informally. 

The first-grade teachers in this city feel tliat a period of 
two and one half hours is too short a time for the children, 
but since each teacher has two classes of tw’cnty-iive each, 
and sometimes thirty each, it seems to he the best that can 
l>e done until new buildings relieve the crowdetl conditions. 

School opens at S.85, but is not suj)|MJsed to begin until 
8.45; thus it is called a tw'o and one half hour session, but 
really is two hours and forty minutes in length, for most of 
the children are there by 8..8.5. 

Compare the next account with the Third Observation. 
This also is of a public school, secoiul grade. The organiza¬ 
tion here shown seems to recognize that (he school is the 
children’s world during the time they are in it. They take 
entire charge of some of its affairs and sliari so far as they 
are able in others. They contribute some of the subjeert- 
matter, set up many of the objectives, and take a good deal 
of responsibility in the matter of acquiring the facts and 
skills expected in this grade. Faith is shown in the.se chil¬ 
dren. They are treated as seven-ve»'ir-olds who can reason, 
plan, and direct themselves effectively, and their responses 
show that on the whole they fulfill these expectations. 
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Fifth Observation 
Second Grade. Public Schcol. 

Thirty-five pupils present. Pleasant room, plants in windows. 
Individ ual tables and chai rs. Large table cal led ‘ * f ree-work table ^ ’ 
containing good assortment of materials for independent work and 
play such as games, puzzles, books, scissors, cTuyoiis, paper, jirint- 
ing outfits, cards for drill. A sand table in one corner, on wliich a 
woodland scene in spring is being developed. A playhouse, made 
out of two packing-lH)xes, is iK'ing renovated and refitted. A bulle¬ 
tin Imard contains picture.s and items of immediate and temporary 
interest, some of these evidently contributed by the children. 

8.45- 9.00 C'hildren enter building. Hang wraps in (*loak rooms. 

Enter classroom informally, greet the teacher, put 
away books and lunch. Some go to free-work table; 
get books to read, games to play or booklet to work 
on. Some w'ork on playhouse, others plan features of 
sand table scene, others use numlier, phonetic ami 
word cards for self-<lrill. 

9.00- 9.10 Opening exercises. A cliihl in charge part of the time. 

Pupils and teacher choose songs and ikmmiis. A sen¬ 
tence prayer is recited. Children tell alxjut plan.s*for 
the sand table and show articles brought for it. 

9.10- 9.30 Social studies. Subject, migration of birds, and spe¬ 
cial value of birds in this Iwality. ('oi)versation, dis¬ 
cussion, pictures, individual reports. 

9.30-10.15 Reading. Class dividcfl ijito three groups. /Id- 
vanred group work independently at story to dramatize 
which they will give to the class. Second group work 
at a lesson in silent reading guidcf' by directions on 
the blackboard, — questions that will aid in interpre¬ 
tation of the story. One such direction was, “Draw a 
picture about a part of the story that you would like 
to explain to the class.*’ Third group. With the 
teacher in a study reading lesson, attention being 
given to mastery of met'luinics. A.ssignment was for 
certain <lefinite use of some drill material which was 
explained. When any indivkiuals not at work with 
teacher finished the assignment, they went quietly to 
the work table and chose some material for independ¬ 
ent work. 
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10.15- 10.30 Arithmetic. (Group 1.) Directed work by the 

teacher. For five minutes of the time they drilled 
themselves in groups with pupil leaders (addition 
combinations). Teacher observed in order to check 
habits of work. 

10.30- 10.45 Recess period on playground. Played games inde¬ 

pendently, teacher ob.serving. 

10.45- 11.15 English. (Literature and Composition.) Pupils 

<.*hose favorite poems to recite. 'I'eachcr read part of 
new poem, Celia Thaxter’s “ Wild Geese ”: 

“Hark, what a clamor goes winging through the 
sky! 

Look, children! Li.sten to the .‘H>uiid so wild and 
high! 

Like fi peal of broken bells, — kiing, klaiig, 
kliiig, — 

Far and high the wil<l gecjse cry, ‘Spring! It is 
spring! 

They talkeil about the “jiictures” in the poem and 
asked to have typewritten copies for their poetry 
books. Decided to try to draw a flotrk of wild geese 
later in the day. Planned and formulatet! certain 
captions needed for a chart of native birds which they 
are making. 

11.15- 11.30 Arithmetic. (Group 2.) Same type as Group 1. 

11.30- 11.45 Spelling. Test and Study les.son. 

11.45- 12.00 Writing. Directed lesson, especial attention to in¬ 

dividual needs. Practiced writing captions mentioned 
above. 

1.00- 1.10 Music. Songs chosen by children. Class “Choir” 
sang, led by pupils. 

1.10- 1.20 Directed lesson in phonics. 

1.20- 2.15 Reading. Each <)f the three groups worked with the 
teacher during this time, reading silently and orally. 
“Audience" reading with two most advanced groups 
in which they read aloud stories and poems chosen 
from the class library and especially prepared to enter¬ 
tain others. 

When not with the teacher, pupils finished assign¬ 
ment and then had a limited choice of very quiet oc¬ 
cupations, chiefly drawing and painting. 
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2.15- 2.30 Recreation period. 

2.30- 3.00 Periotl during which ail engaged in some project work, 
the teacher moving al)oiit advising, tissisling, ques¬ 
tioning. 

3.00 Dismissal, informal. Some pupils rjcmaincd to put 

away materials, to tidy uj) the work Uihlo, put the 
lKK)kshelves in order, and care for plants. 


The way a few really social ends give meaning and dirw- 
tion to much of the “regular” school work is wtH shown in 
the following report of an observation in a fourth gnide. 
While this is a demonstration school, there is nothing here 
described which could not be carried out in any school with 
reasonably good corulitions, backed by intelligent convic¬ 
tion on the part of those in charge. The lack of sliop and 
gymnasium might cause two of the children's schemes to be 
somewhat curtailed. It is a noticeable fact that, while this 
is a short scliool day and many fascinating schemes are under 
way, the formal subjects have a fair share of attention. 


Si\rfh Ohsrrrntion 

Fourth tirade. Demonstration School. 

Twenty-nine children present. Fixed seats grouped on one side 
of room. Chairs in front of room for class work. Long, low l)ov- 
seat for materials and larger pieces of unfinished work. Shelves to 
preserve and display w'ork. IJookshelves and a library of fifty or 
sixty excellent hooks. Workbench and a few -ssential tools in¬ 
cluding jig-saws. W(x>d. clay, paint, textiles, maps, globe, good 
jiictures and casts, growing plants. 

ProjcH'ts in evidence in various .stages of coiu]>h'tioii: a play¬ 
house to l>e presented to the Day Nur.m’ry in the ncighborhofMl; 
good-sized rag dolls, furniture for tlie playhouse, and wcxhIcu toys; 
many and various objects in clay drying in the window; five differ¬ 
ent puppet shows under w'ay with all the api)urtenances taking 
shape; a large pictorial map. 

Pupils entered informally as they arrived, hung up wraps, put 
books away, chatted, and workcfl individually in a variety of ways. 
8.30- 8.45 Chapel. Grades I to VI. 


















ENVIRONMENT AND PRACTICE 


81 


8.48- 9.10 Returned to room and took seats. Teacher said, 
“What shall we take up first?” This class had re¬ 
cently made themselves responsible for planning and 
launching a May Party or simple May festival. On 
the blackboard was a list of the things needing to be 
done as the initial steps. Pupils had planned and re¬ 
corded these as follows; 

1. Prepare speeches making proposals to other 
classes. 

2. Practice speeches. Select five of the he.st. 

S. Costume Committee collect materials. 

4. Measure materials. 

5. Practice dances. 

6. Write captions for notices. 

Class consulted this list and decided to practice 
speeches prepared the day before. These speeches 
were intended to inform lower grades about the pro- 
[)osed May Party and to ask them to take part in some 
spec'ial way. There were several “try-outs” followe<l 
by friendly criticism from classmates and teacher. 
Suggestions were offered showing how a speech in¬ 
tended for kindergarten children should differ from 
one for Third Grade, for example. 

It had been discovered that the stock of cambric, 
cheesecloth, etc., for entire school was getting low. 
A committee now went out to collect from primary 
class rooms all available materials for costumes. The 
committee was to list colors, measure, and report 
amount of each. 

9.10- 9.35 Meeting of Book Club, composed »f seventeen of the 
best readers, with a chairman. Business, taking in 
two new members. Evidence of their qualifications 
consisted of reports on books read. These were col¬ 
lected and filed. Eight chijdren read aloud from five 
different books. Three of these cliildren are planning 
their reading together from Robin Hood, During this 
time the other twelve children studied reading at 
seats, all using the same text. 

9.35-10.00 The latter class read under direction of teacher. 

Training in silent reading with special attention to in¬ 
dividual needs. 
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10.00-10.30 Arithmetic. Measured patterns of bear costilines and 
flower costumes and estimated total amount of cloth 
needed. Rest of time, Courtis practice sheets few 
Multiplication and Division. In tliis, pu^jils com¬ 
pared results with their own past achievements. 

10.30- 10.45 Rwess. Outdoor play. 

10.45-11.30 Special project work. Five l)oys went to the Manual 
Arts room. Worked on furniture for playhouse. 
Two boys made wall-paper for playhouse. Seven 
girls worked on rag dolls and dresses for Day Nurs¬ 
ery. Three boys and one girl worked on piipi>et 
shows. Two girls and one boy drilled themselves in 
spelling for fifteen minutes. One boy and one girl 
read chosen iKKjks about twenty minutes. The com¬ 
mittee on measuring went to other rooms, brought 
back cloth and measured it. Two Ijoys and one girl 
went out in hall an<l practicecl their speeches. 

The science teacher came in during the latter part 
of period and helpccl two l)oys arrange small electric 
lights for pu])i)et shows. While this w'as going on all 
pupils took seats and watchctl in order to get the bene¬ 
fit of the demonstration. 

All pupils filled out cards recording briefly w'hat 
they had done during this period of forty-five minutes 
and filed their canls in a case kept for that purpo.se. 
Five minutes allowerl to get w'ork put away. 

11.30- 11.50 Gymnasium. Part of time given to Bear Dance and 

Crane Dance for IVIay Party. Fruitful suggestions 
from children regarding the dances as they were not 
“ready-ma<le.” 

11.50-12.15 Written English and spelling. Captions for large 
announcement cards were formulated. Neces.sary 
words studied. Part of time given to drill and test on 
words assigned the day before from text. 

12.15-12.30 Exercises in penmanship. Time test. Individuals 
compared results with their last papers. Attempt at 
self-rating, Thorndike Scale. 

12.30- l/)0 Geography. Map study and discussion of specific 

questions about kinds of cotton, where grown, where 
manufactured. Reports given by individual children 
who had made themselves responsible for certain 
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features. Plajis made for further work on large pic¬ 
torial map under cxiiistrucdion hy class, intended to 
tell the story of cotton, so fur as geography of the 
United States is concerned. 

f^ote: Geography alternates witli History and ('ivies. The en¬ 
tire period, 10.45-11.30, is not used every <lay for “spt'cial project 
work.” A redistribution of time provides for ilireetetl Music and 
Fine Arts on certain days. The period, 8.45-0.10 is used at limes 
for written work. 

What chance liave the native in.stincts and capacities of 
children to play their part in the educative process under 
such a regimen as prevails in the fir.st two schools describe<l.^ 
Not only is there nothing to stimulate and direct curiosity, 
exploration, manipulation, construction, language, and so¬ 
cial interchange, hut all of these liighly valuahle reactions 
are definitely and effectively excluded or repressed. The 
third example is only slightly more generous tow'ard the 
active impulses of children, and only slightly mcu'c attentive 
to the enrichment of life and the formation of good habits. 
In none of these is there any provision for (‘hildren’s pur¬ 
poses, or any suggestion that what they are doing in school 
bears the least relation to tlieir home and neighborhood life. 
Is it not a poor day’s work for child or man which consists of 
such minute and isolated products that no immediate pur¬ 
poses and plans of any scope can possibly ;‘risc? Even for 
an adult is it not labor on a low j)lane whlcli h\'ives nothing 
at office, shop, or laboratory when the day is done to cause 
him to turn back to tlie unfinished W'ork with some zest and 
anticipation? The small child who leaves nothing at school 
when the day closes but some jwor little scraps of written 
work and a primer or reader with a marker to show the 
place, has been deprived of the very root of earnest work; 
some scheme or plan (individual or collecti\'e) which lias en¬ 
listed his effort to-day and which he will take up again with 
eagerness and zeal to-morrow. 
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Evidence gathered in the Primary Council investigation 
and also in an investigation regarding the amount of oral 
English in primary grades ‘ goes to show that common prac¬ 
tice in many large city systems strongly resembles that in the 
first and second observations described above. In certain 
sections of the country, at least, general practice seldom 
reaches a plane very superior to that described in the third 
report. This judgment is further confirmed by the examina¬ 
tion of daily programs for primary grades furnished the 
author in 1923- 24 by about two hundred students at Teach¬ 
ers College from all parts of the country. 

There are several large cities and numerous smaller places, 
where under superior leadership tlie best features reported 
in the last three observations have been rather generally in¬ 
corporated. There are, of course, hundreds of single class¬ 
rooms and many individual public schools where this kind of 
work is well established. 

Which of these examples are the primary schools of your 
town or city most like? If the types here shown seem too 
few and not to offer enough shades of practice, examine the 
larger number in the Primary Council report referred to 
above and ask yourself the same question. 

With no evidence but that of the bare program or time¬ 
table for a classroom, one can tell a good deal about the na¬ 
ture of the life which goes on there. (Compare the following 
examples taken from a large collection which came straight 
from our public schools in 1923. For convenient reference, 
these prbgrams are designated as F, fV, X, Y, Z, 

First Grade. U . 

9.00- 9.15 Opening exerci.ses and hygiene. 

9.15- 9.30 Penmanship exercises. 

, ^Moore, Annie £.: “A Quantitative Study of Oral English in Primary 
Grades,” Teachers CoUege Rewrd, May, 1919. 
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9.30- 9.33 
9.33- 9.45 
9.45-10.00 
10;00-10.05 
10.05-10.25 
10.25-10.30 
10.30-10.35 
10.35-10.55 


10.55-11.15 


11.15-11.30 


1.15- 1.30 
1.30- 1.35 

1.35- 2.05 

2.05- 2.15 

2.15- 2.40 


9.00- 9.20 
9.20- 9.40 
9.40-10.00 
10 . 00 - 10.10 
10.10-10.30 
10.30-10.45 
10.45-11.00 
11 . 00 - 11.20 
11.20-11.40 
11.40-11.45 


1 . 00 - 1.10 
1.10- 1.30 


Breathing exercises. 

Phonics. 

Phonics and spelling. 

Civics. 

Recess. 

Literature. 

Oral language. 

Word drill. 

Reading, third class. 

■< 

Reading, second class. 

Reading, first class. 

Noon Rec‘e.ss 

Music. 

Study spelling. 

Reading in three divisions. 

-4 

Ten minutes for each. 

Gaines. 

Reading — two days in week. 

[ Drawing — three days in week. 

First Grade. V. 

Morning Session 

Opening exercises. 

B — Reading. 

A — Reading. 

Recess. 

B — Numbers. 

A — Numbers. 

Physical training. 

B — Phonics. 

A — Phonics. 

Dismissal. 

Afternoon Session 

Singing. 

Peiimaii.ship. 


A — R isy-work. 

B — Bisy-work. 

A — Word-building. 
B — Word-building. 

A — Busy-work. 

B — Busy-work. 



36 


THE PRIMARY SCHOOL 


1.30- 1.40 Physk'al training. 

1.40- 2.00 JJ Raiding. A — Busy-work. 

2.00- 2.10 Rccoss. 

2.10- 2.30 A Raiding. B — Busy-work. 

2.30- 2.50 Music*. 

2.50- 3.15 Drawing, language (alt.). 

Disini.ssal. 


First Ctkaue. IF. 

A.M. 

0.00“ 0.15 Bible story and singing. 

0.15- O.JJO Phonetic drill by fla.sli cards, chart, etc. 

0.30- 0.45 Writing. 

0.45 0.47 Physical exc^rcist's. 

0.47 10.00 C - Rc'ading. A and B - - Silent reading, written 

numbers. 

10.00-10.10 B- Reading. A and C — Silent reading, written 

numbers. 

10.10- 10.15 BasemiMit period. 

10.15- 10.25 A- Reading. B and (' — Silc'ut reading, written 

numbers. 

10.25 10.30 Milk distribution. 

10.30- 10.45 Ra'c'ss. 

10.45 11.05 Oral drill and written nuinber.s. 

11.0,5-11.07 Phv.sieal exercises. 

« 

11.07-11.25 Nature study or phy.siology. 

11.25-11..30 Preparation for dismi.ssal. 

11.30 Dismissal. 

P.M. 

1.15- 1.20 0])ening. 

1.20- 1.35 A — Reading and phonies. 

B and C — Silent reading, written spelling. 

1.35- 1.50 B — Reading and phonies. 

A and C — Silent reading, written spelling. 

1.50- 1.52 Physical exercises. 

1.52- 2.10 C — Reading and phonics. 

A and B — Silent reading, written spelling. 

2.10- 2.15 Basement period. 

2.15- 2.30 Spelling. 

2.30- 2.45 Recess. 

2.45- 3.05 Language and story-telling. 
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8.05- 3.07 Physical exercises. 

3.07- 3.25 Drawing or music. 

3.25- 3.30 Preparation for lii.smissal. 

3.30- Dismissal. 


Fiiist Grade. A'. 


9.00- 9.40 Free period. Chosen activities. 

9.40-10.00 Check-up of work in free period. 

10.00-10.15 Recess. 

10.15-10.30 Group a.ssembly. Language. 

10.30-10.50 [ Reading — sometimes in two groups or more. Chil¬ 
dren as leaders part of the time. If more than two 
groups, all work on reading; if two grou|>M, one 
10.50-11.10 \ reads while other engages in .seat work. 


11.10-11.30 Mii.sic. 

1.20- 1.45 Practical arts (Industrial arts). 
1.45- 2.00 Group a.s.seinl)ly. 

2.00- 2.15 Rece.ss. 

2.15- 2.45 ] -n I- /XT I 1 \ 

2 45 3 00 ) (Note under a.m.) 

3.00- 3.10 Story — Music. 


First Grade. Y . 

8.45- 9.30 Free period. I\)r individual problems and projects. 

Care of iJcts, plants, etc. 

9.30-10.15 Language. Writing. Discussion of morning work 
and plans for next <lay. Incidental reading in tliis 
connt'ction. 

10.15-10.30 Recejis. Milk. 

Play period, outdoors or in gymnasiiLin, 

10.30-11.30 Reading, phonics, word drill, games. Di.slributcd 
acc'ording to needs of different groups. 

1.00- 1.45 Reading, two groups. Alternate groups go to gym¬ 
nasium. » 

1.45- 2.00 Reoe.ss. 

2.00- 2.30 Singing. Story hour. 


Fdbst <^de. Z. 

9.00 Self><iirected play and projects launched. Music, 
victrola, singing or band. 
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9.00- 9.30 Groups din'cted to units of play and .study. 

9.30- 9.43 Individual and Number games and manual arts 
silent reading projects, 

passing over 
into reading 
scat gam(*s. 

9.45-10.00 Individual and 

silent reading 
passing <jver 
into reading 
seat gainc.s. 

10.00-10.15 Number games Individual and 

or manual arts. silent reading. 

10.15-1().,35 Recess for all. 

10.35-10.50 Clas.scs organized according to specific need.s of dif¬ 
ferent groups for the purpo.se of giving instruction in 
technique and reading habits. 

10.50- 11.30 Language, story, or <lraniatization. Often excursions. 
11.30-11.50 Writing at wall charts or blackboards. 

11.50- 12.20 Plays or drawing depending upon the interests of the 

day. 

The shortness of tlie periods and tlie large miniber of 
periods in a day are striking features of the programs desig¬ 
nated as 17, F, and IF. These characteristics become still 
more noticeable when we analyze the programs. 

U, with twenty periods, has only three that exceed fifteen 
minutes, the median length of the time divisions being about 
ten minutes. 

V , with a five-hour day and seventeen periods, manages to 
get ten periods of twenty minutes each. 

IF lias a day of four hours and forty-five minutes divided 
into twenty-six periods. Ten of these arc from two to five 
minutes long. No exercise lasts more than twenty minutes. 
These facts are shown in the form of graphs in Fig. 5. 

In these three rooms it is clear that the children move 
rapidly from one kind of drill, exercise, or recitation to an¬ 
other throughout the day, with no time and no opportunity 
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to relax and throw them¬ 
selves into some absorbing 
occupation. 

At tlieir seats these young 
children are supposed to be 
engaged in silent reading, 
written numbers, written 
spelling, “busy-work,” and 
word-building until called 
for another direct lesson. It 
is clear that there are no in¬ 
teresting childlike activities 
provided which arc meant 
to continue from day to day 
and to gather momentum 
as they develop. In these 
three programs a fair amount 
of drawing and music, a little 
story-telling, ten minutes for 
games (in one case), and the 
uncertain “physical train¬ 
ing ” in another, comprise all 
one can find of provision for 
the active and expressive side 
of child nature. If the read¬ 
ing should happen to be 

Fio. 5. GttAPHH, SiiowiNo Time Dim- 

THiBUTioN m Daily Pihxiuams 

The room (Jcsigniitcd as U hns a daily pro¬ 
gram divided into SU perifals. Ka«'h miuarc 
repreaentn a HCfNirate perual. Five of theae 
are fire minutes or lc<ts in length, seven arc 
ten minutes in length, five are fifteen min¬ 
utes, etc. V and W repreaent srhediilca of 
other rooms to be interpreted in like maa- 


Room U 

No, of porlnds 



In iiilnuU'* 



Rontn W 
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Room X 


taught in a mechanical and formal way, then the life is 
barren indeed. 

The responses most likely to be developed in these rooms 
are instant obedience to signal, patient, unintelligent plod¬ 
ding through unrelated ex¬ 
ercises, and (in many chil¬ 
dren) the art of concealing 
utter idleness. There is 
apparently little opportun¬ 
ity to learn how to con¬ 
centrate on matters of real 
importance and 
to push forward 
industriously to a 
conclusion. 

The programs 


Vo. of porloda 
6 
4 
8 
t 

Length of period* 
in minute* 


5 10 15 ^0 is 50 85 40 


Room Y 


JUth of period* 

5 

4 

8 

9 


Lenfflh of period* 
in minute* 











t—1— 



□ 

i . 

□ 


5 10 15 ifO iS 80 85 40 45 60 55 60 


No. of period* 
6 

4 

■8 

8 


Room Z 


Length of period* 
111 niliiiite* 


-h 


D 


5 10 15 20 25 80 85 40 


F, and Z are quite 
different. The graphs in 
Figs. 5 and 6 show the 
contrast in some particu¬ 
lars. In each of these 
rooms there are several 
periods ranging from thirty 
minutes to an hour in 

Fm «. SnowiNo Better length. There is an entire 

Typks of Time Distkibution ^ -ii-' 

Tlicrooindeeijtnntedas Khn-saduilypniRTam absence of rapid skipping 

divide.! into seven periods. Each square through a SUCCeSsioU of 
reprriM»nls a Hcparnte peruxl. There nrr no ^ 

pericMls of five or ten tiiinutcs. There are two five- and ten-minute pe- 
perifKls of fifteen minutes caeh, one of thirty . , , , . . , 

minutes, three of forty-five minutes, and one of riOQS. 1 JlC day OeginS Wltil 

sixty minutes X iu,d represent sehedule.s of ^ j period the naturC of 
other rooms to be interpreted in like manner. ft » 

which is denoted by such 
tetfns SLS free period^ chosen activities ^ self-directed play and 
projects. Time is allowed in which to check up and criticize 
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work, to set standards, and to consider the next steps. Prac¬ 
tical arts, industrial arts, dramatization, play, and study are 
given a place, and in these activities pupils find worth-while 
employment while the teacher is busy with different groups. 
The expressive arts, language, music, story, dramatization, 
drawing, and writing (not penmanship exercises), are liber¬ 
ally provided for. These last three programs, especially Y 
and Zy show a relatedness and interplay of parts entirely 
lacking in the first three examples. 

X (One of the first steps in modifying the severe mechanism 
of the conventional program is to provide at least one long 
period of from thirty to fifty minutes a day in which the 
children may engage with some degree of reid freedom in 
a variety of worth-while activities. This necessitates^ of 
course, a reasonable supply of nniterials, though a costly 
outfit is not necessary. If the children are encouraged to 
engage in constructive work, dramatic play, representative 
play, self-drill, educative games, housekeej)ing iictivities, 
etc., there will be launched many things which will carry 
over and affect advantageously the rest of the curriculum. J 
XXThe next step is to take the reading out of the narrow con¬ 
fines of numerous ten- and fifteen-minute j)eriods, and get a 
longer stretch of time when the several groups will all be 
engaged in reading or activities related tr reading. The 
teacher gives attention to different individ.ials and groups 
for the particular work needed, and the others continue with 
games, puzzles, printing outfits, blackboard writing, or what¬ 
ever has been chosen or assigned. 

This plan gives at least two long periods in the day when 
the children are engaged in significant and relatively unified 
activities. They will have a good deal of physical freedom 
in the period first described and will be somewhat more 
re.stricted in the second. 

When these two lines are successfully developed, it will be 
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seen that much of the other work can be conducted in the same 
way and that the old program of twenty to twenty-five short, 
disjointed divisions is both unpsychological and inefficient. 

QUESTIONS 

1. Pick out a type of practice here presented, or features from 
several types, which approximate your own ideal. Give 
reasons for your selection. 

2. What features do you consider most objectionable.^ Why? 

3. What merit <io you 81*6 in having at least one long period in the 
day when children may have a fair degree of choice in occupa¬ 
tion? What weak points may develop in such a scheme? 
How may these defects l>e obviated? 

4. Prom a study of these reports discover how some teachers 
have avt)ided liaving a large number of very short periods. 

.'i. Name some features that will enter into a day's work if it is 
on a fairly high level, in the ease of either child or adult. 



CHAPTER III 


WHAT IS THE Pl.ACE OF THE KTNDEUOARTEN IN THE 

PRIMARY SC HOOL 

Ever since the kindergarten was introduced into the public 
schools tlicre has been a persistent inquiry regarding its 
place and use in the total scheme of education. The kinder¬ 
garten is not a part of our compulsory education system and 
it has made its way very gradually into our schools. For 
this reason its sponsors liave rarely been reciuired to state its 
aims and objectives siuii)ly and definitely in terms similar to 
those governing the elementary sc-liool. 

The more rapid development of the kindergarten in recent 
years, a wider general interest in matters of education, and 
the pressure of school finance have given greater j)roininence 
of late to the cpiest ion under discussion. Frccjuently the de¬ 
mand is still more jaanted, and the inquirer asks, “Does the 
kindergarten j)rci)are for first gra<le?“ “What do the chil¬ 
dren learn in kindergarten?” The more advanced stages of 
education are .always inclined to judge .a lower stage by its 
specific contribution to the work of the higher department. 
Naturally the kindergarten has resiste<l tlu ^'iewpoint that 
its value to the child lies chiefly in preparation for first 
grade. 

It must be admitted that the earlier attempts of kinder- 
gartners to elucidate their aims and state results were not 
very successful. It has taken a long time to counteracjt the 
influence of a vaguely conceived abstract theory and to 
develop a scheme of education for early childliood based 
squarely on a platform of modern psycliology, social .science, 
and hygiene. I.k;ss and less frequently, however, as the 
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modern movement grows, do we hear that the kindergarten 
brings about “the all-around development of the child,” 
that it results in “the harmonious unfolding of his powers.” 
Such blanket statements once sounded well, but they really 
told nothing. To-day, kindergarten teachers are just as 
willing and competent as any other group to discuss the 
results of their work in terms of spe<*ific changes which they 
arc trying to bring about in their pupils. 

Wherever kindergartens exist, it is necessary that the 
question raised in this chapter be answered satisfactorily. 
When a growing organism is concerned*, one year of devel¬ 
opment and training cannot be cut off from subsequent 
periods with no attempt at an estimate of healthy growth. 
People directing the education of six-year-old cliildren must 
look back on the five-year-old peri or 1 and try to learn what 
was attempted and what was accomplished. 

Perhaps the main inquiry can best be satisfied through a 
consideration of a few separate phases. 

Real Unity of Kinder<jarten-Primary is not 
Secured through Superficial Features 

The earlier attempts at establivshing a better relationship 
between the two departments were ineffectual because they 
did not go to the root of the difficulty, but dealt with the 
more superficial points of difference. There were efforts to 
borrow from the kindergarten minor attractive features to 
brighten the primary work, to make it more playful. Use¬ 
less paper-folding, paper mat-wea^’'ing, stick-laying, and 
more intricate building constructions were proposed as 
suitfible for the first grade mainly because they were too 
difficult for the kindergarten. Many primary teachers, 
eager for some material for their pupils, tried to introduce 
such work, only to meet with failure. These occupations 
were lacking in purpose and in educational worth. They 
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were retained in kindergarten for so long a time because the 
conservative teacher was a stanch believer in tlie theory 
back of them. She sat firmly in the midst of a relatively 
small group of children and, by dint of mucli gentle insist¬ 
ence, by personal magnetism, and sometimes by cajolery, 
got them to submit to imposed and uncliildlike objectives. 
Such exercises, when transferred to the primary room, with 
its large class and busy teacher, met with almost instant 
failure. The common sense of teachers and children re¬ 
volted at the utter emptiness of the work, and it w'as 
observed that the tangible results were often poorer in 
quality than similar work done by kindergarten children. 
The stronger primary teachers rejected such material, and 
the less clear-sighted w’ere disappointed and bafflerl at their 
inability to make use of “kindergarten ideas” in their own 
work. The conservative kindergarten teacher looked on 
and was distressed at the mishandling of her revered ma¬ 
terials and at the apparent slipping ba<‘kwnrd of her pupils 
of the year before. The sad thing is that such materials, 
already doomed to banishment from the progressive kinder¬ 
garten, still find place on many primary shelves, and such 
exercises are sometimes pointed out to-day as evidence that 
“our first grade is almost like a kindergarten.” 

At various times and places there have been attempts to 
saddle on the kindergarten part of the biui'^'u of the early 
work with symbols. Goaded by the oft-rcpcated criticism 
that they can point to no really tangible results from a year’s 
work, pressed by citizens, superintendent, school board, 
to give satisfactory account of themselves, kindergarten 
teachers have in some places accepted a definite allotment 
of work in reading and number. There is little to justify 
such an arrangement. The short school day, the immature 
minds of the children, and the meager basis they possess for 
the meanings of symbols make this a wasteful proceeding 
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except for a small group of the most precocious or mature 
puj^ils. To do the amount of work necessary to secure 
measurable and permanent results in reading with masses of 
five-year-olds will force the kindergarten teacher to neglect 
much more important things. If the teaching of reading is 
skillfully handled from the first grade on, are not the six or 
eight years of the elementary school ample to give all the 
training in this art which the various individual capacities 
of tlie children can ai)propriatc.? 

Tlie very large percentage of failures in the first grade 
(about twenty-five per cent) shows that a whole year after 
the pupils have left the kindergarten large numbers of them 
are still not ready to meet the formal requirements commonly 
exacted in the first grade. Why push this work in symbols 
down upon still less mature minds unless we wish to increase 
the number of failures and start off a still larger jiercentage 
of our school po])ulation with the sense of discouragement and 
defeat. For most of those failing in the first grade would 
Imve l)ecii more tomidele failures luid they been forced to 
attemi)t to learn to read while in the kindergarten. 

Does the Kinderoarten I^repare for First Grade? 

Too often discussion of this question shows that the in¬ 
quirers have in mind, not the larger issues at stake in the 
early stages of education, not the establishment of valu¬ 
able personal and social habits, not even the accumulation 
of a considerable amount of useful information; what they 
really wish to know is whether the kindergarten holds itself 
responsible for starting the children in formal school work. 
It is often strongly implied also that the kindergarten fails 
of its duty if it does not build up just the kind of habits and 
responses called for in a particular type of first grade, be the 
latter right or wrong as measured by modern standards of 
education. 
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Pupils from a kindergarten so conducted that they must 
sit and wait for every move to be directed by the teacher, 
even to the manner and moment of removing the lids of 
l)oxes of blocks, whose every action when not so dictated is 
initiated and controlled by the piano, will certainly be mis¬ 
fits in a primary room, where self-reliance and other good 
work habits are called for, and where it is expected that 
conduct shall be guided by thought processes rather than 
by rhythmic automatisms. Conversely, children promoted 
from a kindergarten where they have had much freedom of 
the right sort, where initiative and rational social behavior 
have been encouraged, and where individuality has had rea¬ 
sonable consideration, will be unhappy and sometimes difficult 
citizens if they happen to come under a radically different 
social order of the lock-step, drill-master type in the primary 
grades. It must be bad for the nervous organism and the 
mental and moral life of children to be subjected to such 
sudden and irrational alternations of policy and method. 

Although a categorical answer cannot be gi\^en to our 
question, it can be shown that a good modern kindergarten 
does prepare in specific and rec!Ognizable ways for any first 
grade that is moderately progressive. 

Linguistic Training 

In localities where there is a large foreign population the 
kindergarten almost pays for itself in the excellent language 
training which children get. Conditions are the very best 
for this work. Pupils are in the stage where linguistic ac¬ 
complishment is easy and rapid, and the kindergarten or¬ 
ganization and regime is sucli that the strongest stimuli to 
natural idiomatic speech are ofl’ered in abundance. The 
superior opportunity furnished is further discu8.sed in 
Chapter I. Children from all but tlie most favored homes 
need the language training they receive in kindergarten. 
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Although kindergartens in general should not be ex¬ 
pected to launch the formal work in the mechanics of read¬ 
ing, they can and do in a very real sense lay the founda¬ 
tion for the art. Here again the training in language is of 
immeasurable importance. If reading is to deal with mean¬ 
ings, it is obvious that the child who has a working vocabu¬ 
lary of two thousand words is much better prepared for 
intelligent reading than one who commands only three 
hundred words; and if he pronounces these words clearly 
and correctly, he is in a better state to understand and 
appropriate the later work in phonics. Indeed, phonetic 
training of tlie most essential kind is an important feature 
of tlie kindergarten year. It is directed toward clear enun¬ 
ciation, pleasing tone quality, and a true ear for shades of 
sound, rather than to the analysis of words and word-build¬ 
ing required in some methods of beginning reading. The 
kindergarten encourages a great deal of vocal play which 
appeals to an instinctive interest and furnishes an excellent 
aid in getting control over speech organs. 

Laying a Foundation for Reading 

The contents of children’s minds influence greatly the 
facility with which they take up reading and the intelligence 
with which they pursue it. Familiarity and interest are 
very important factors in the reading process. The eye- 
movement even in a skilled reader varies with the character 
of the reading matter which he encounters. That which is 
familiar in thought and idiomatic in structure, dealing with 
ideas which are easily apprehended, is read rapidly and 
surely, whereas material which is unfamiliar in either 
language or content is read more slowly and with more re¬ 
tracing of words and phrases. Whatever, then, furnishes 
the qliildren’s minds with clear images of the world of real¬ 
ities, witli vivid concept and correct ideas to be called up by 
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the spoken and printed word, will be of the utmost value in 
mastering the reading process. Huey * says we read by cues 
and by clues, and offers scientific e^'idence that the act of 
reading is accomplished partly by suggestion and inference, 
familiarity “enabling any part that may be clear to help 
into consciousness other parts that are indistinct.” 

Children who know little or nothing about animals and 
birds and bees, trees and flowers and gardens, parks, mar¬ 
kets, railroads and steamboats, games, play, toys, or any¬ 
thing outside their own narrow environment, bring little to 
the printed page that will help in its interpretation. They 
cannot judge very well whether what they are attempting 
to read makes sense or not, since they are ignorant regarding 
so many of the experiences dealt with in children’s books. 
A multitude of meanings and associations must be built up 
while such beginners are struggling with the early steps in 
reading instead of being already established and therefore 
prompt to spring to consciousness through the new medium 
of writing and printing. 

The kindergarten has always attached great importance 
to first-liand experience, and most teachers go to grefit 
trouble to secure for their pupils the direct contacts and im¬ 
pressions which will enrich their minds and clarify their 
ideas. Excursions are frequently taken to such places as 
parks, museums, markets, milk stations, craftsman work¬ 
shops, greenhouses, the water-front, post-offi(a*, and engine- 
house. Other means are employed, such as bringing to the 
kindergarten for a longer or shorter time pets and other 
animals, plants, flowers, and various, natural and manu¬ 
factured objects of significance. A rich play life is provided, 
and the children reproduce dramatically some of the ex¬ 
periences they have had, organize them into representative 
action, and thus further deepen and clarify the ideas gained. 

' Huey, E. B.: Psychdogy and Pedagogy nf Reading, chap. ill. 
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P’m. 7. Group of Three-and Four-Year-Oldh, Horace Mann 
Kindergarten, Teacherh College 

A “Hhiiw” was proposoil l)y oni; lioy, wlio then got others to assist in laying out the “rouin” 
with blocks. The cntcrlninment cunsisted of showing pictures iind telling 8toric.s. The 
nuilience is evidently interested in this number on the improvised program. 


It i.s often claimed that cliildren fjet all this in their home 
and family life, and of course this may be true as regards 
certain indiv^iduals. But such studies as G. Stanley Hall’s 
Content of Children's Mindsy and the testimony of hundreds 
of teachers in the lower grades, bear witness to the pathetic 
meageriiess and ludicrous distortion of the mental furnishing 
of a great many of the younger children. Although passing 
out of the period of infancy, the world is still something 
of a‘*l>ooming buzzing confusion,” to use William James’s 
expression, and the nebulous state of their minds interferes 
with our overzealous efforts to turn them toward symbols 
and abstractions. 

There is much opposition to the strenuous crowding of the 
three R's in first-grade work, but if this must still be done 
let us at least provide a year in the kindergarten for all 
children, so that they shall be assured a full life of play and 
vital experience, and then let us continue a fair measure of 
similar activities all through the primary years. 
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The delightful introduction to literature which a good 
kindergarten gives is of the utmost value to beginners in 
reading. It is the exceptional child who possesses a great 
many of the choicest books and pictures suited to his years, 
and only the most favored home conditions make possible 
an early acquaintance with the best in literature for the 
child world. Many mothers are totally unprepared to pro¬ 
vide the material for such delight and instruction, and 
others are so busy with the multitudinous cares attendant 
upon the physical needs of the family that scant time is left 
for tlie story-hour. 

Kindergarten pupils become acquainted with the charm¬ 
ing and whimsical characters in Mother Goose. Many of 
the rhymes are readily learned “by lieart.” A marvelous 
procession of animals, birds, and human beings marches 
through this wonderful old book, and many great artists 
have thought it worthy of their best efforts to tlepict the 
fascinating scenes suggested by the rhymes. In like manner 
delightful old folk and fairy tales, the most suitable moilern 
verse, and the choicest realistic stories are presented, and by 
the time the children are ready to encounter some of this 
material in primer and first reader they are possessed of a 
background which will make them more intelligent and 
appreciative readers. They will carry to their books clearer 
ideas, d better basis for association of symb' Is witli mean¬ 
ings, a quickened sense of humor, a better notion of plot 
and sequence, and will experience fewer obstacles when 
they attempt to master the complex art of interpreting the 
printed page. 


Number Experience 

The demand that the kindergarten shall definitely lay a 
foundation for primary arithmetic is less insistent than 
formerly because in many places the direct teaching of 
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number is no longer begun in the first grade, but is post¬ 
poned to the second year. It is obviously illogical to exact 
of the kindergarten wliat has been eliminated from the next 
grade. By the time pupils reach the second grade, no one 
knows where they have “picked up” the information along 
arithmetical lines which they possess — whether in the 
kindergarten, the first grade, at home, or in the street. 
There is no doubt that much teaching of number, con¬ 
scious and unconscious, goes on in the kindergarten, 
since, wherever human beings are actively and thought¬ 
fully engaged with materials and things, number experi¬ 
ence is an inevitable part of the activity. So far as ac¬ 
tual personal need and genuine opportunity are concerned 
the kindergarten children are in a much better situation to 
get effective lessons in number than are pupils in a primary 
class patterned along formal, conventional lines. Kinder¬ 
garten children employ an abundance and variety of ma¬ 
terial in purposeful ways estimating, selecting, shaping, 
and adapting it to their needs; hence quantitative experience 
is ever present. Often it rises prominently to the surface 
and pupils become keenly conscious of certain facts and re¬ 
lationships. There is at this stage an instinctive tendency 
to count which satisfies itself in enumerating children, 
blocks, beads, places at table, chairs, plates, and whatever 
comes to hand. There are many occasions where counting 
and estimating are really necessaiy and teachers bring these 
needs to the consciousness of the children. The conception 
of arithmetic teaching developed in Chapter XIV is ad¬ 
mirably realized in many kindergartens where, through the 
genuine uses of the day, abundant number experiences ap¬ 
propriate to the kindergarten period are obtained. Formal 
drill at this stage is neither necessary nor desirable. Perhaps 
the most important contribution which the kindergarten 
and first grade can make in beginning arithmetic is the 
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development of some of the most fundamental number con¬ 
cepts, such as mxyre^ lesftf much as, long, longer, add to, lake 
from, equal. The unfamiliar language involved in mathe¬ 
matics has been found to be a serious handi(‘ap to beginners, 
and it can be easily and naturally acquired only in concrete 
use. 

Just as children learn to make use of [)encil, brush, needle, 
hammer, and loom, so they learn to employ number as a 
tool in their own interesting daily life, "i'hey help to make 
small purchases for individual and class use, contribute 
pennies to special objects, sell their handicraft products for 
benefit funds, learn how to pay car fare, and thus get a 
working knowledge of low-value coins and tlieir relation. 
Penny savings-banks are encouraged, and children are 
taught to save part of their i)ennies and to spend in more 
worth-while ways what has heretofore gone for chewing-gum, 
cheap candy and cakes, and flimsy, catch-penny trinkets. 
It is possible in this peri()d to start sound though rudimen¬ 
tary ideas of thrift. A definite number of pennies and 
nickels converted into milk enough to save a starving baby 
for a week, another sum transformed into a beautiful big 
new ball for the kindergarten, another personal collection 
invested in a coveted humming top or bright picture book — 
such experiences, constantly occurring and brought to con¬ 
sciousness, constitute as definite training in arithmetic as 
does learning to add two and two. 

Strict Froebelians of the old school attempted to imj)art 
the rudiments of mathematics through teaching fractional 
parts of the cube; the number of faces, sedges, corners of the 
cube; square inches in a surfac‘e laid with parquetry squares; 
multiples of three, four, etc., appearing in symmetrical 
figures. They felt also that it was of high importance that 
young children should know by name many geometrical 
forms both solid and surface, and ho\^ they are derived one 
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from another. There was nothing really functional about 
any of this work, since what the children did with their 
materials was for no purpose of their own either in play or 
practical life. A good part of the mathematical facts which 
the children got thus had no application whatever in later 
primary work, and in some directions went far beyond the 
requirements of an exacting course in first- and second- 
grade arithmetic. 


Minimal Essentials 

For some years there has been mucli agitation regarding 
the question of evolving some statement of a minimum in 
achievement to be expected of the kindergarten. If by 
“minimal essentials” is meant the status necessary for pro¬ 
motion to first grade, it is obvious that such a scheme is 
impractical so long as kindergartens are not provided for all 
children and attendance is not compulsory in those which 
do exist. Consider a hypothetical case. Charles Smith 
attends kindergarten for a year and in June is nearly six 
years old, but in achievement is so far below the standard 
set that he is not recommended for promotion. Instead, he 
is expected to return to the kindergarten for another term. 
Mary Jones, who lives next door to the Smiths, does not 
attend kindergarten at all, but in September, being of 
proper age, is presented for admission to the first grade. 
We will suppose that she is in no respect superior to the 
other child, but she is accepted without question, since she 
does not show herself to be distinctly subnormal in intelli¬ 
gence. She is not subjected to any of the standards which 
would debar her playmate, although she would have failed 
had there been the same “entrance requirements’* for chil¬ 
dren coming directly from the home. From the standpoint 
of Mr. and Mrs. Smith, their boy is penalized for attending 
kiiSdergarten, and of course they will not submit to this. 
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Few people take the position that attendance at kinder¬ 
garten should be made compulsory for all children. That 
being the case, chronological age, together with a reasonable 
use of intelligence tests, will probablj^ continue for some 
time to be the basis for promotion from the kindergarten as 
well as for entrance to the first grade from the home. 

If, however, by “minimal essentials” is meant a state¬ 
ment of reasonable achievement to be expected of kinder¬ 
garten pupils, and if piip'ls attaining such standards may 
upon promotion be treated differently from children who 
have never attended kindergarten, tlien there is some object 
in working out sucli a scheme. In any school large enough 
to have several first grades, pupils promoted from the 
kindergarten on the basis of demonstrated ability should 
be kept for at least one term in a separate class. They 
should be given an opportunity to show in wliat respects 
they differ from non-kindergarten children and from those 
sent on merely because their chronological age determined 
promotion. Such an arrangement would spur kindergarten 
supervisors and teachers to make clearer and more specific 
statements of their course of study and standards for pro¬ 
motion, and would cause them to be much more careful to 
check up and record tangible results of the year’s work. 
So long as the best-trained kindergarten pu))ils are classified 
exactly as if they had never attended school and so long 
as the curriculum and methods of our first grades are 
planned exclusively for veritable beginners, it seems both 
unfair and futile to insist that kindergarten workers shall 
hold themselves responsible for specific, demonstrable 
achievement of pupils. On the other hand, so long as 
kindergartners are content to go along making no definite 
statement of objectives and results and no protest against 
the leveling process which reduces an apt pupil after a year 
of regular attendance to exactly the same status as an un- 



56 


THE PRIMARY SCHOOL 


trained child from street and home, they have small ground 
for complaint against the prevailing custom. 

The Service of the Kindergarten in Classification 

OF Pupils 

There is strong evidence that the kindergarten will in the 
near future be recognized as having one gre.nt function, that 
of a “recruiting station” for our schools. Dr. GeselP usej> 
this term in his very interesting treatment of the question 
of school entrance. He shows how great a service might be 
rendered by the kindergarten if it could become the main 
agent through which all other child-welfare agencies of a 
neighborliood might operate. He says: 

The whole problem of the function of the kindergarten comes to 
a crux when we inquire. What should Ij<* the relation of the kinder¬ 
garten to school entrance? If the kindergarten has no vital busi¬ 
ness in this field, it may be (luestioned whether it shoiihl be part of 
our ])ublic school system at all. 

No feature of jiublic school administration is apparently under 
less control than that of school entrance. . . . We annually recruit 
three millions of school chihlren into our great educational camp 
without meeting the hygienic responsibilities and opportunities 
involved. 

And what is the relation of the kindergarten to this great re¬ 
sponsibility, and still greater opportunity? 

In weighing this question let us visualize the kindergarten as an 
intermediate station, or a corridor wdiich lies between the first two 
epwhs of childhood — the pre-school period and the school period. 
The kindergarten derives much of its power, indeed, from the fact 
that it lies within the Ixjrders of the pre-school epoch, which, all 
things considered, is the most important period in the whole span 
of development. 

The problems of pre-school hygiene and of school entrance are 
inseparable, and both are in turn inseparable from the kinder¬ 
garten, The whole matter of school entrance is in last analysis 

^Gcsell, Arnold: The Pre~School Child, chap. v. Houghton Mifflin 
Company. 1923. 
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one of hygiene. Matriculation into school life should be condi¬ 
tioned primarily by standanls of health and development; and 
should be regulated by a policy of medical oversight and educa¬ 
tional observation. Instead of unceremoniously and haphazardly 
admitting three millions of cliildrcn and failing one fourth of our 
first-graders at the end of the first year, we should gradually re¬ 
organize the kindergarten and the primary school in such a way 
that the school beginner will be under systematic, purposeful ol>- 
!?lervation. Tliis means a gradual relaxation of o!ir present zeal to 
“teach” him, and the substitution of a much more wholesome so¬ 
licitude, namely, one to safeguard his health and to understand his 
psychology. 

The kindergarten is admirably fillet! for the development of a 
policy of observation of school beginners leading to a hygienic con¬ 
trol of school cntrani'e. '^Phe kindergarten and tirst gratle should 
be graduall>^ HH)rganized in a manner to bring at least the first half 
of school life under systematic, inirposeful scrutiny. 'Jeachers, 
program, schedule, equipment, and metlical inspi'ction could l>e 
adapted to this end. There should Im? an induction period, with a 
system of record-keeping, and classification of pupils to determine 
their immediate educational treatment and their sub.se(iuent treat¬ 
ment in the grades. 

Many schools are making wise use of intelligence tests in 
the kindergarten for purposes of diagno.sis and clas.sification. 
Where such tests are properly administered at the hegiiiiiirig 
and the end of the kindergarten year, there is no doubt that 
much more homogeneous groups are o})tained for first-grade 
work. It is commonly accepted that a singi intelligence 
test, given to a large group of cliildren upon tuitrance to 
first grade, is not a very reliable measure of their ability 
and that very faulty classification is apt to result. But a 
year in kindergarten, with several such tests applied and the 
results supplemented by the teacher's judgment, constitutes 
probably tlie best basis now avai]a)>le for satisfactory organ¬ 
ization of classes for the succeeding year’s work. Correct 
indication in this way of individual differences in native 
ability and in maturity would undoubtedly eliminate much 
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waste in the first grade where there is at present an exces¬ 
sive amount of retardation. 

Can Measurabj£ Results in Subject-Matter 

BE Shown? 

It must be admitted at once that scarcely anything has 
been accomplished in the way of standardized achievement 
tests for the kindergarten. At first glance it may seem that 
leaders in this field have been very unresponsive to recent 
tendencies in education and very slow to make use of scien¬ 
tific measurement. Further consideration will show, how¬ 
ever, that their situation in this regard is but little different 
from that of the early primary division of the school. It 
is a well-known fact that there are very few group tests for 
measuring achievement that are of any value in tlie first 
grade, and these touch in a limited way only the most formal 
elements of the child’s accomplishment. Many competent 
judges are skeptical regarding the results of any group test 
in reading for first-grade children, and there is nothing 
available in arith metic or language that is reliable. Further¬ 
more, arithmetic is quite often omitted from the required 
course for the first grade, so why try to measure the results? 
The most ardent advocate of scientific measurement would 
hardly insist upon attempting to rate the first uncertain 
attempts of six-year-olds in handwriting. It is interesting 
to note that in the numerous school surveys which have 
been made in recent years achievement tests are very little 
used below the third grade. Considering the fact that there 
has always been urgent demand upon primary grades for a 
good deal of formal drill work, the results of which should be 
readily amenable to measurement, this is not a particularly 
convincing showing for standardized scales in lower grades. 

^ Every one is familiar with the fact that even for the upper 
grades of the elementary school the merest beginning has 
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been made in measuring anything but the skill side of the tool 
subjects. In the field represented by the richer content 
subjects, such as history, science, literature, and that of es¬ 
sential social and personal habits and attitudes, compara¬ 
tively little has been accomplished in measurement. 

In the light of these well-known facts little should be 
expected in the way of achievement tests for kindergarten 
children from four to six years of age. They are not only 
too immature to respond en masse, as such tests recjuire, but 
the curriculum almost universally conceded to be suitable 
and right for them does not call for much along the line 
(jf easily measurable skills. 

Informal Records op Results 

Should inability to measure achievement by standardized 
scales excuse the kindergarten from attempting to give some 
sort of satisfactory account of results? Only the less 
thoughtful and less competent teachers wish to he exempt 
from a clear accounting, for it is evident that such exemption 
encourages the prevalent tendency to ignore or disparage 
their work. For many years leaders have been striving to 
evolve curricula fully in harmony with the most progressive 
ideas in education and well calculated to lay the founcUition 
for the primary course. In a number of pb'ces there are 
definite specifications regarding the amount and kind of 
work in literature, music, games, art, industrial arts, nature 
study, hygiene, and civics which the kindergarten is expected 
to deal with efficiently. The best practice permits and 
encourages in addition free choice from a wide range of 
subject-matter and experience. In a few places reports of 
ground covered are sent on with pupils promoted from the 
kindergarten. Such reports consist of titles of stories and 
songs which they know best, poems which they have mem¬ 
orized, games which they are capable of conducting alone, a 
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statement of points in hygiene emphasized, and fundamen¬ 
tal habits believed to be fairly well established — especially 
such habits as are of pronounced importance in the school¬ 
room. Occasionally specimens of the children’s work are 
sent on to the first grade. Included in these reports should 
be found also brief records of the most significant first-hand 
experiences whidi the children have had, such as excursions 
and the resulting class activities. 

Indications that the traditional isolation of the kinder¬ 
garten is being overcome are to be found in reports and 
syllabi from centers where the most earnest consideration 
has been given to this matter for many years. Among the 
centers which have evolved some clear statements of ob¬ 
jectives and evidences of attainment may be mentioned the 
public schools of Trenton, New Jersey; Louisville, Ken¬ 
tucky; Kalamazoo, Michigan; Kansas City, Missouri; 
Lincoln, Nebraska; Duluth, Minnesota; and Fort Wayne, 
Indiana. 

Is A Continuous Curric ulum Provided for 

KlNDERCiARTEN AND PRIMARY GrADES.?* 

Judging by an examination of over one hundred courses 
of study published between 1908 and 1918, in cities widely 
distributed over the United States, one must infer that the 
usual practice has been to ignore the kindergarten in cur¬ 
riculum-making. Tlie inv^estigation showed that in many 
cities having a printed course of study for the elementary 
school, there were no printed outlines of any kind for the 
kindergarten. In some cases a brief outline appeared on a 
separate sheet, but it was usually evident that the course 
had no definite relation to that provided for the rest of 
the school. It seems clear that primary teachers were not 
expected to be informed regarding the work of the kinder¬ 
garten, This attitude has fostered the idoa that the kinder- 
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garten year was not to be regarded as an integral part of the 
school life. 

Reliable data were obtained from eighty-one cities known 
to have public kindergartens, and an analysis of the facts 
is shown in the accompanying table. 


Table I 



I 

11 

IH 


C^JlTIEB 

Nunilicr of 
coiir.'^crf of 
study in which 
kindergartens 
are not men¬ 
tioned 

Number m.ak- 
ing brief inci¬ 
dental men¬ 
tion of kin¬ 
dergartens 

Number in 
which kin- 
d('rgartena 
are treated as 
integral part 
of school 
H^stem 

Totals 

1 

1 

i 

New England 
and Central 
Atlantic Coa.st 

28 

9 

2 

39 

The South. 

3 

2 

1 

0 

Middle West 
and West. 

15 

s 

5 

I 28 

j 

Pacific Coast.. 

3 

1 

4 

B 

Total. 

49 

20 

Vi 

81 





Percentage_ 

60 

25 

15 

1 

1 


Explanation. Thiji ts an analysis of courses of study for eighty-t»nc cities (listrit>ute(i over 
four sections of the United States. These were pul)Iishcd iJetweeii the years 1008 and 1018. 
Column I shows that twenty-eight out of thirty-nine cities in New Engiaiul ami Atlnntir 
Coast States made no reference to their kindergartens Column II shows that nine out of 
thirty-nine made some slight incidental reference tu the kindergarten. ( olurnn III shows 
that two out of thirty-nine gave at least a small section to the kindergartens. Totals in the 
country at large, forty-nine cities out of eighty-one made no mention, twenty made slight 
reference, tweh'e treated kindergartens os integral parts of the school system. Eighly-6ve 
per cent (sixty plus twenty-five) of all courses of study examined ma<le little or no reference 
to the kindergartens. 
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In many cases the investigators could not tell from tbft 
course of study whether there were kindergartens in a given 
city or not. They were obliged to consult the superin¬ 
tendent’s annual report, where (if kindergartens existed) 
they were mentioned in the financial section and in the list 
of teachers. When the superintendent’s report was not 
available, they consulted a sheet published by the United 
States Bureau of Education, which lists the cities having 
public school kindergartens. Fancy having to make such 
a search in order to ascertain whether there were high 
schools in a given city! This investigation tells the tale of 
isolation very graphically. It may be argued that in most 
instances there were issued adequate outlines in a separate 
bulletin which the files examined did not include. A suffi¬ 
cient answer to that is obtained by examining the opening 
paragraphs under every heading in the main course of study. 
Under English, Literature, Music, Hygiene, Art, Arith¬ 
metic, etc., it is the rarest thing that any reference whatever 
is found to the year’s work in the kindergarten. In almost 
every instance the first grade is quite evidently thought of 
as furnishing the very first steps in these subjects. If a 
separate bulletin for the kindergartens were relied upon to 
describe the initial work, and if the results were to be taken 
into account, the attention of primary teachers would cer¬ 
tainly be directed to this fact and some recognition would be 
made of steps already accomplished. 

An extensive survey covering many phases of our schools 
was made recently by the National Committee of Chamber 
of Commerce Cooperation with the Public Schools and the 
American City Bureau. The part concerned with kinder¬ 
garten-primary education was never published, but the 
present writer has had an opportunity to examine the care¬ 
fully compiled results.* One question was, “What per- 

^ Through the courtesy of Professor J. R. McGaughy, of Teachers Col¬ 
lege, Columbia University, New York City. 
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centage of schools have jointly planned curricula for kinder¬ 
garten and first grade? ” Thirty-two cities of over 100,000 
population reported as follows: 

Table II 


1 

Eastern 

Southern 

Great Lakes 

Great Plains 

Western 

(11 cities re- 

(6 citip.s re- 

((> cities re- 

(5 cities re- 

(4 cities re- 

porting) 

porting) 

porting) 

porting) 

porting) 

Per cent 

Per cent 

Per cent 

Per cent 

Per cent 

45.4 

1C.6 

50 

40 

100 


If the four Western cities reporting are typical, that sec¬ 
tion is decidedly in advance in attempting to relate the work 
of the kindergarten more closely to that of the primary 
grades by means of a unified curriculum. 

If these two surveys could be made again there is every 
reason to believe that the showing for the whole coun¬ 
try would be decidedly better. Some exceptionally goo<l 
courses of study published since 1920 assign to the kinder¬ 
garten a certain definite responsibility in the total work of 
the elementary school. They give evidence also of having 
been planned to a considerable extent by committees rep¬ 
resenting all departments concerned. 

A new departure in curriculum-making is s en in the type 
which endeavors to point the path of growth and to indicate 
some of the steps, in terms of behavior or conduct rather 
than in the customary terms of subject-matter and skill. 
Such a curriculum has just been prepared by a committee of 
kindergarten and first-grade teachers cooperating with Miss 
Patty S. Hill.^ This piece of work is the outgrowth of 
years of study and experiment in the effort to discover what 

' A Conduct Curriculum for the Kindergarten a7id First Grade, Charles 
Scribner’s Sons, 1923. 
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are the most important and desirable habits for young chil¬ 
dren to acquire and through what specific situations these 
habits may best be established. This curriculum attempts 
to keep experience in direct and essential relation to the de¬ 
sired attitudes and habits of the learner. It is not intended 
as a complete and all-inclusive curriculum for these years, 
but it furnishes a much-needed emphasis on a kind of 
growth which the conventional course of study has largely 
neglected. 


Influen(’R.s whk’ii Tend toward Better Coordination 

Our most progressive training schools are now giving a 
kind of preparation which fits students about equally well 
as teachers of either kindergarten or primary grades. No 
matter which lines tliey follow later, they will carry with 
them a .sympathetic understanding of the whole range of 
early education. Large numbers of students whose earlier 
training was of the more limited type are now seeking 
thi*ough advanced study to gain a more comprehensive 
outlook. 

It is becoming less common every year to have two super¬ 
visors, one for the kindergartens and another for primary 
grades. Such a scheme often encourages further separation 
and sometimes results in actual discord and unwholesome 
rivalry. The only rational plan is to treat the kinder¬ 
garten-primary grades as one department and put in charge 
a supervisor thoroughly trained and experienced in both 
fields who can command the respect of different groups of 
teachers and draw them together for efficient cooperation. 

A more generous attitude toward the primary grades in 
the matter of space, equipment, and enriched curriculum is 
gradually developing, and this tends to lessen the handicap 
which tliese grades have always suffered as compared with 
the kindergarten. 
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Educatibnal organizations local and national, which for¬ 
merly pursued rather narrow lines of study and endeavor, 
have shown for some years a marked disposition to widen 
their range. This has resiulted in drawing kindergarten and 
primary teachers much more closely together for the con¬ 
sideration of their common problems. It is a very rare 
thing to-day for the International Kindergarten Union or 
the National Council of Primary Education to prepare a 
program dealing with the kindergarten or the primary field 
alone. They are working together in an attempt to de¬ 
velop the kind of education which is right for children at 
all stages of growth. 


QUESTIONS 

1. Wliy is it important to k(*ep progress records of some kind in 
kindergarten? 

2. If there arc no achievement tc^ts for kindergarten pupils, 
how can fitness for a higher grade l)e fletermined? 

3. Is it probable that general and systematic teaehitig of reading 
all through the kindergarten would greatly reduce the “fail¬ 
ures” in first grade? 

4. Show how acquaintance with picture books and stories and 
rich and varied experiencTs may be of real assistance in learn¬ 
ing to read. 

5. Should there be a continuous curriculum for kindergarten and 
primary gratles? Who should construct this ourrieulum? 



CHAPTER IV 


HAVE CHILDREN’S PURPOSES AND PLANS A RIGHTFUL 
PLACE IN THE CURRICULUM? 

Mention has already been made of the peculiarly barren 
life, foreign to the nature of children, which still persists in a 
great many primary schools. Even those which on the sur¬ 
face appear to have provided a fairly rich curriculum often 
seem to have left quite out of account tlie child’s native ways 
of searching for and appropriating knowledge and skill. 
The learner as active agent seems to be forgotten in many 
fine schemes of curriculum-making. 

It is a well-known fact that, as each new subject or art is 
introduced into the school for the purpose of broadening the 
children’s experience and increasing the points of contact 
with the best that life affords, the cold hand of formalism 
reaches out and slowly squeezes the very breath of life out 
of the subject or activity. It becomes only another highly 
organized study, artificial in character, to be imposed upon 
teachers and dealt out to pupils in carefully measured por¬ 
tions. Or, if this is thought to be too dark a picture, let us 
say that these promised enrichments of the curriculum have 
failed of the best results because they have usually been 
over-formalized and administered in logical sequence with 
too little regard for the ordinary uses and needs of children. 
Drawing, modeling, story-telling, dramatization, dancing, 
music, and even industrial arts, have experienced this dead¬ 
ening process to a greater or less degree. All too rarely has 
a way been found to expose young pupils to the fascination 
of such arts, to invite participation in them, and encourage 
their free appropriation and use in satisfying personal and 
group desires and purposes. Still less have the stiff, stub- 
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born, and ancient arts of reading, writing, and aritbraetic 
been made to take such modest and immediately serviceable 
rank in the daily life of school children. 

James Harvey Robinson ^ writes as follows in his intro¬ 
duction to A Mother's Letters to a Schoolmaster. The boy 
“ Peter ” mentioned in the passage is the child about whom 
the letters were written. 

... if viable learning is to take place, it must he consistently a.s- 
sociated with the vivid experiences and functioning of the learner. 
Hitherto we have made the fatal mistake of relying too exclusively 
upon mere reading, memorizing, and the spec’ious rcwanls or pun¬ 
ishments of school routine. The old method is, of course, recom¬ 
mended by its convenience in dealing with large classes, and as our 
theories change, the whole organization of the .school must un¬ 
dergo radical rwonstniction. . . . Peter was mystified by the quiet- 
iie.ss of the schoolroom, and wondered lu)w any one could be learn¬ 
ing mucti when the pupils seemed to be doing so little. . . . 

Human knowledge is as yet very crudely classified from the 
standpoint of human needs. Our “.subjects” and academic “de¬ 
partments” form insuperable barriers to real h'arning. Our pars¬ 
ings, conjugations, Iwundings, ttiblcs, axioms, principles, can never 
be expected to form the entering wedge of understanding; they 
may sometimes be the outcome of it in peculiarly logical minds. 
Human experience, curiosity, and longings do not fall under the 
natural headings of reading, writing, mathematics, gc*ography, 
chemistry, physics, botany, politics, ec‘onomic‘S, history. Life 
does not meet us under these captions. We must ^'ic'refore devise 
others that are closer to the heart of man.... Every child can 
readily enough and spontaneously enough think in terms of eating, 
his house and his clothes, his play, his fondness for beautiful things, 
his curiosity about the world, about buying and selling, getting 
back and forth, where things come from, and how they come about. 
These are good enough categories for us at any age when we are not 
engaged in the rare occupation of sc*icntific specialization. W’hen 
we think in these and similar terms, we get active, .self-propagating 
ideas which promise to turn into intelligence and understanding 
and wise conduct. __ 

^Robinson, James Harvey: Introduction to A Mother's l^etters to a 
Sehotdmaster. Alfred Knopf, 1923. , 
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Conscious of this tendency of organized subject-matter 
and develoj>ed arts to go their own way aiul of the adult 
mind to fall in comfortably with this course, thoughtful, 
progressive school j)eople have for a long time sought to 
break up the formally organized mass of subject-matter into 
units of more ]>ersonal significance to children. They have 
tried to find centers outside the recognized fundamental sub¬ 
jects which would toiicli the lives of the children more closely 
and make for greater unity and continuity in the curric- 
iiJum. To this end, the study of Indian life, Eskimo life, 
(Colonial life, or other phase of hislor>" or human experience 
have bt'crj made the basis of organization. Such topics be¬ 
come for a time the point of departure for teaching both the 
formal subjects and expressi^’e arts. The ideas presented 
often take concrele form in miniature Indian or Eskimo 
villages with appropriate primitive tools and implements, 
dramatic ami representative play and costume-making, the 
laying-out of a pioneer settlement and imitation of primitive 
ways of doing things, etc. Or, seeking to get further back 
into the inner imjjul.ses of children and through these to ap¬ 
proach the .school arts, many attempts liave been made tq 
draw upon common play experiences for motivation; a play¬ 
house to be furni.shed and decorated by the entire class; a 
toy circus to be made, with animals of w'ood, cardboard, or 
cloth; a miniature farm with block buildings, fences, family, 
animals, and imitation crops; a grocery store to be equipped, 
stocked, and staffed for business, etc. 

To the extent that these schemes are Uie children’s ow’n 
either by rea.son of their suggestion or by willing and eager 
adoption at the suggestion of another; to the extent that 
they are largely planned and carried through by the chil¬ 
dren, thoughtfully and with constant exhibition of initiative 
and responsible ownership, they are children’s projects 
Whether they have been so named in the past or not. And 
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conversely, to the extent tliat tliey are te;»cJier-|)hiiiiied and 
controlled, guided by anxious eyes fixed upon outward re¬ 
sults and meticulous care for effect; to the exlofil that the 
scheme is simply an ingenious carrier for less ijileresting 
matter, introduced to lighten a dull routine — it is no true 
child's project or problem whatever it may be called. 

What Charactekistics must an Entercuise Possess to 
Render it Worthy of a Place in the Scihxjl I’roguam? 

To be of great worth, it must either be initiated by the 
children or it must offer them rich opportunities for the 
origination of subsidiary features. It does not matter so 
much who first thinks of an enterprise. The important 
questions are. Will the children have the spirit, the ability, 
and the freedom to tiike over to a consi<lerable extent the 
formation and execution of a plan.^ Will it quickly become 
their affair depending largely for success upon their enthu¬ 
siasm and sustained effort? 

, The pseudo child-project is usually suggested by the 
teacher, planned, “cut and dried” by her, the whole scheme 
‘being well (fetermined from the beginning. In conse<|uen('e 
the children have small chance to contribute ideas or to 
carry real responsibility. Much of the exhibition work in 
our schools is of this character. ^This one point, as to who 
is the chief agent, is very important, bet^ause c n it def)ends 
the development of leadership, self-reliance, straight think¬ 
ing, and right social behavior.} 

To be clearly deserving of a y)lace in the school program, 
the child’s project should also be seen to align itself, at least 
in a rudimentarj’^ way, wnth one or more of the great fields 
of human endeavor and jichievement, and it must involve 
situations and questions which will call for real thinking. 

To illustrate: A boy proposes to collect tobacco tags, and 
through the exercise of a certain quality of leadership he 
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succeeds in organizing a, group of boys to cooperate with 
him. They match and exchange tags and succeed in getting 
a large collection. Under the criticism of the group, in¬ 
cluding (for jnirposes of argument) some older person, these 
boys may even develoj) belter ideas of square deiiling and 
business honor. Still, this would scarcely be considered a 
worthy school project, since it is entirely disconnected from 
any great field of knowledge and achievement, and since the 
by-products of the scheme are so uncertain and meager. 

In contrast to this, a boy becomes interested in butter¬ 
flies. He asks cpiestions, consults books, and learns about 
the life-history of butterflies. He starts a collection or be¬ 
gins to check in his butterfly book the pictures and descrip¬ 
tions of those which lie has found. He learns to identify 
different kinds at various stages and how to r€‘ar from the 
catcrj)illar stage some specimens which he has failed to find. 
In doing this lie learns also how to identify certain plants 
on which particular caterpillars feed and a.scertain where 
these plants are to be found. Questions calling for further 
inquiry are constantly arisijig and other children and some 
grown-ups are likely to be drawn into the scheme. An 
interesting objective is given for many excursions to the 
country and much healthy exercise and wholesome pleasure 
are obtained. If properly guided, the children learn to 
handle living things humanely. One such interest with its 
many aspects may lead out into a gradually widening field 
of natural science. 

Another illustnition: A boy proposes to give a “show” 
with the reflectoscope. This actually occurred in the first 
grade in the Horace Mann School. He got other children to 
agree to help furnisli pictures for the affair, and together 
they produced a goodly array of drawings illustrating 
Mother Goose and popular ktories. The teacher printed 
captions dictated by the artists and tlie manager, and other 
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children sorted and arranged the pictures. They introduced 
also a few photographs and picture postals of special per¬ 
sonal and class interest. When the “show** came off, the 
teacher had to operate the machine, but the manager handed 
out the pictures as arranged and the audience read the cap¬ 
tions. At times individuals who had furnished certain si»e- 
cial pictures volunteered some explanation or account. This 
scheme called for initiativ^e and cottperation, for careful, 
thoughtful planning, for the exercise of skill in drawing and 
standards in selecting, .so that the pictures would Ikj under¬ 
stood and enjoyed, and an interesting exercise in reading 
was furnished. The teacher’s part did not slow down and 
outweigh the children’s activity, because it was not arti¬ 
ficially dragged in, was not overdone, and was in line with 
what is constantly experienced in moving-picture .shows. 
Such an interest once lai nehed and happily consummated 
has limitless possibilities for future development as the chil¬ 
dren mature. Evidence of this was shown by a successful 
and very fruitful effort on the part of the third grade in the 
same school in producing, by means of the reflectoscope and 
explanatory remarks, the story of Jeanne d’Arc in well- 
organized and very interesting form. The children being 
older in this case, the affair from beginning to end was more 
entirely their own. 

In What Ways do Projects having Educative 
^ x; Possinii/iTiEH Arise \ 

Does some child suddenly, spontaneously, and out of a 
vacuum announce that he proposes to undertake a certain 
thing, or make a motion that the class launch such and such 
a scheme? Certainly not in the traditional school. The 
ways in which such activities start in school may be almost 
as varied as those by which adult activities are launched in 
the world of affairs. 
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In the most rudimentary sta^?e and with the youngest 
children, given freedom and materials of a plastic kind, 
multitudes of ideas spring up suggested by the experiences 
of the children and the nature of tlie material. The mere 
presence of clay, blocks, wood, hammers, nails, dolls, toy 
animals, books, crayons, etc., serves to stimulate numerous 
and varied reactions. Gradually these reactions, which 
were at first scarcely more than random manipulation of 
material, clarify into more definite and jnirposeful acts, and 
what started as individual play enlarges to include a number 
of children. A free organization of tlie group with natural 
.social contacts leads to borrowing of ideas, improvement of 
technique, and a general raising of standards. Add to these 
tendencies the well-timed (piestion and criticism of tlie 
teacher, and rudirnentarj’ manifiulation will, before the end 
of the first year in kindergarten, bmmie organized group 
activity of a purposeful sort involving at different times 
practically every phase of the curriculum. 

Immature first-grade pupils, or those who have had very 
meager exjierience with suggestive materials, may begin in 
the same way, but this stage should be very brief. They 
.soon become responsive to questions, suggestions, and to the 
sight of older pupils and adults at work along the same lines. 
Models, visits to museums, books, and other stimulating 
influences such as we constantly meet in natural outside 
life, inspire }}upils six or seven years of age and younger to 
set going numerous plans quite as good from the educational 
standpoint as any that a committee of experts could devise 
for a prescribed curriculum. Indeed, their propositions are 
often better because suffu.sed with deeyi personal significance 
and the .sense of proprietorship and responsibility. 

Teachers who have had much experience in conducting 
work of this sort testify that second- and third-grade pupils 
rai^y set up projects merely by the line of least resistance, 
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that of direct response to tlie presence of materials of a 
certain type. On tl)e contrary, they liave clearly arrived at 
the more mature process of concei\’iii,£r of a desired end and 
seeking the proper means and methods for its siitisfactory 
execution. Since direct concrete stimulation plays now such 
a small part in giving initiation and direction to tlie child’s 
voluntary activities, and since conscious i)urposcs of a wor¬ 
thy sort must control, how are these to he insured in suffi¬ 
cient force and variety? 



Fio. 8. Frf.k Rhythmu- Exehcires, T/Oh Ffxiz SrnooL, [a i Anoei.eh, Cal. 

Even where i-limiitc anil other eondilioris favor oiit-of-iliM>r life, many k iioi)I<i keep c'liihlreii 
closely hoii'tcii except at recpHs I^»a Feliz S^'liofil, ].o(. Anjfelcfi. iiuikea jtiaal Use of open 
.spares. Tlie.se rlnhlren are Ki^inf; a free rhylhinic interprelution to iitusir furnulied by 
the Vietrula which has lieen wheeled into the yard. 


We must remember that children are members of a family, 
individuals in the larger sc'hool family, a part of the neigh¬ 
borhood community, and citizens of the world. It is to 
these wider relations, then, and not just to the restricted 
limits of the classroom that we must look for lines of interest 
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toward which to direct thought and effort. To the extent 
that vigorous currents from these wide fields are kept flowing 
freely through the school, will a wealth of profitable ques¬ 
tions and proposals arise for solution and execution. As 
members of a family, there are toys to be made for younger 
children, stories to be learned to tell at home, serviceable 
articles to produce, an entertainment to prepare for mothers 
and fathers. As individuals and groups in the larger school 
family, there are rooms, building, and grounds to care for 
and beautify, assembly programs to prepare, a festival to 
celebrate, and occasions for the exchange of favors and 
courtesies between lower and upi>er classes. As meml)ers 
of the neighboring community, there may be a library, park, 
or museum with winch to become acquainted, local move¬ 
ments with which to establish contact, the work of public 
servants to learn to know and appreciate, and jMjrhaps a day 
nursery or children’s hosjutal to assist in various ways. And 
as citizens of the world, children should learn of the streams of 
benefit constantly converging toward them from the world’s 
work and of the obligation and delight of sharing their pleas¬ 
ures witl^other children and relieving their necessities. They 
cannot find the path in these larger and more complex mat¬ 
ters except as they are led by teachers with fusion and insight. 

Many Rich Opportunities for Pro.tect Work 
ARE Overlooked 

It is perfectly po.ssible to introduce certain very vital and so¬ 
cially significant questions oonovements into the school and 
permit or compel them to pursue their own single track and 
independent course, leaving the ordinary traditional curric¬ 
ulum arid and untouclied. This was shown in many schools 
during the World W’^ar. The school authorities loyally and 
faithfully launched, directed, and successfully pushed the 
Juttior Red Cross work, the Thrift Stamp campaign. Food 
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Conservation, and a multitude of other appealing and wor¬ 
thy interests. But often a narrow or myopic vision caused 
the school executives and teachers to see these movements 
singly and in relation only to patriotic feeling developed and 
quantity of bandages rolled, stamps bought, or Red (’ross 
memlxirs secured. It is not intended to depreciate the im¬ 
portance of such results, esj^ecially in time of war, but they 
are not enough. The broader \'isi()n of other scIhk)! execu¬ 
tives and teachers enabled them to see how they <*ould ac¬ 
complish all of these ends and in addition help the ehildren 
to find, in the sj>ecific purposes constantly to the front, the 
centers for organizing and vitalizing almost all of the school 
work. A school principal of the tyi)e first <leseribed was 
encountered during tlie time when schools were made dis¬ 
tributing centers for sugar. He remarked that all of his 
time was being absorbed in the labor of weigliing, wrapping, 
selling, and accounting for sugar. Asked wliether the upper 
grades of the school were not assisting in the undertaking, 
he said, “Goodness! No. I am spending all of my own 
time, but I can’t afford to let those boys and girls take theirs 
for such work.” It would have been perfectly feasible and 
highly desirable for the older boys and girls to have organ¬ 
ized themselves into committees to assist in this business. 
With the supervision necessary in a matter of such com¬ 
plexity and public consequence, they could probably have 
accomplished more work in arithmetic than i.' usually cov¬ 
ered in the same time, to say notliing of the other values 
which would have accrued from voluntary, organized effort 
linked up with a big national question. 

9 

Children’s “Hobbies” and Play Life are Sourcfj^i of 

Stimulating Purposes 

Adults find food for interesting and profitable action and 
thought in connection with their avocations and hobbies as 
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well as in their vocations, ^'^lilclren, too, may be said to 
have avcxiations, and no one can deny that they early de¬ 
velop hobbies or lines of si)ecial interest and pleasurable 
occui>ation. If the school will encourage and draw upon 
these resources, it will secure another strong impetus and 
guide to the pupils’ doing, thinking, and learning. In many 



Fi(i. fl. OtTT-op-Doori IlLACKBOAnD, Los Fbliz School, Los Angeles, Cal. 

A fi-nir in t)ip sriioo] yard has In-cn (‘onvirtcci into n iilnrkhoanJ. Opporliinily for big 
iMild <lraning, cxifllctil p<»sturo, and frcsli air arc <'4indu<'ive to good art and goo 1 health. 
In this ease the rhildron are i-oupeniting with evident sucreas. A happy change at times 
from small individual work. 


cl«.sses, children will be found who have already made a 
beginning in the care of pets, simple photography, playing 
musical instruments,printing, typewriting, gardening,simple 
mechanics, making valuable collections, and acquaintance 
w’ith choice books. If encourage<l to make free use of the.se 
gifts, tastes, and skills in school, such use will be found to ger- 
miiuite all kinds of related activities among the possessors 
and among the other children, and stimulating relations will 
b»established with the so-called '‘regular” curriculum. 
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The play life of children, touching as it does on almost 
every phase of human experience, should have full ret^ogni- 
tion. Purposes which arise here are just as serious from tlie 
child's standpoint as tliose of older j)eople, and if properly 
guided may be just as productive of situations calling for 
thought, skill, and knowledge. In place of clay marbles and 
doll dishes made in the kindergarten will come later beauti¬ 
fully decorated beads, bowls, and plates burne<I in the kiln 
and permanently serviceable; tlie crude doll furniture be¬ 
comes skilled cabinet-work; crude doll clothes and un- 
hetnmed aprons ami blouses for painting, as made in the 
kindergarten, become the skirt and middy of the upf)er- 
grade girl; and poring over charming jjicture books should 
lead into reading and enjoying good literature. 

To some extent schools are endeavoring to help <*hildreri 
to u.se their leisure time, especially their vacations, both 
happily and profitably. Thouglitful teachers and parents 
know that, if they can get strong currents of interest moving 
from the school to the home and from home and family back 
to the school, life as a wdiole will be enriched. To this end 
schools are beginning to suggest in an informal way suitable 
undertakings for children for tlieir vacations, (’oinpara- 
tively few children have the opportunities enjoyed by those 
for whom the following sugge.stions were prepared, Imt the 
majority have a fe^v summer experiences wlsich would be 
worth recording. The Horace Mann Scho</ gets out a 
booklet called What Shall I do Now? Suggestions for Sum¬ 
mer Work and Play. In part the inlroduclion reads as fol¬ 
lows : 

% 

To the Girls and Hoys: 

You luive probably asked, “What shall I flo iiow.^“ many times 
in past vacations. In this little lsK>k we have tried to help you 
solve that problem. We have suggested work and play of different 
kinds; household tasks, sewing, cooking, carpentry, collections of 
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many sorts, games for evenings and for rainy days, and good books 
to read. 

We have listed certain occupations for each grade.... What¬ 
ever Work yf>u do, save carefully and bring back to tlic school in the 
fall. Next October we expec*t to have an exhibition of your sum¬ 
mer work, aiul those who have done worth-while things will receive 
special credit. 

A variety of suggestions arc offered for each grade. A 
few examples will be given from the first three. The quota¬ 
tions represent only a small fraction of the entire booklet 
and are not in consecutive order. 

First Grade 

Make a [)icture record book of things you flo and learn. Keep 
tliis iMiok to show to your clu-ssmaU^ in the fall. 

C\>lh\*t pictures of trips that you lake. 

Collwt pictures w'hich you think beautiful. Your classmates 
may enjoy stHMiig them. 

Keep an outdoor record b<K)k. Put in it pressed flowers and 
pictures of animals or insects doing interesting things. 

Perhaps you can keep a little aquarium of things you find in a 
pond. 

Second Grade 

Make a ship lH)ok of all the different kinds of ships you sec. Col- 
Iwt pictures of the ships of other countries and of long ago. 

Keep a wonl Ijook of all the new and interesting words you 
hear. 

Make a eollec.*tion of something that interests you. Here are 
some suggestions: stones, shells, leaves, flowers, cocoons, stamps, 
coins, Indian arrowheads. 

Whenever you think of a gootl joke, story, or poem, dictate it to 
some one so wc can read it in Story Hour. 

Get several children together and have a play. Make tickets 
and charge admission. Have some one take snapshots of the 
scenes. 

Third Grade 

Notice the kind of w'ork that is going on about you. It may be 
farming or dairying, building or road-making, mining or lumbering. 
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You may visit a dock or a factory. Tell about the people who are 
working for us and whom we hardly know. Get pictures and snap¬ 
shots of these peoi>lc at woi)k. 

Make a play or pupjx^t show of your favorite lxK)k. Make the 
costumes; take snapshots of the scenes. 

Have a question box in which you |>ut all the worth-while ques¬ 
tions you think of during the summer. 

The fall exhibit at the school has brought abundant proof 
of the zeal and industry of the children in innumerable en¬ 
tertaining, educative, and broadening enterprises, and the 
effect upon the more highly organized part of the curric¬ 
ulum has been most helpful. 

It may be of interest to see how the same idea was carried 
out in a different environment. The following are a few 
items from Suggestions for the Summer^ prepared for the 
.second grade, in the State Normal School, San Jos^*, Cali¬ 
fornia, in 1923. "J'he children evidently did a good deal to¬ 
ward compiling the list, for the opening sentence is: 

Thc.se are the suggestions you made ulxiut interesting things to 
do thi.s summer. I have added a few. 

I. Make collections for an exhibit to be giv<*n in the fall. 

Make a collection of shells. Try to learn their names. 

Save post-carils showing any places visited. 

Take Ko<lak pictures of any interesting things you do or any¬ 
thing you make. Take pictures of your petx 
If you have no Ko<lak, why not make your own pictures? 
Draw on wrapping-paper. 

Make a collection of i)ine cone.s. 

II. When you make something interesting .save it for the exhibit. 
(Suggestions are offered for making toy-furniture, wagons, 
dolls’ clothe.s, and dolls.) 

III. Can you get a large packing-lK)x for a playhoii.se? (Sugges¬ 
tions for use also as theater, store, engine-hou.se, etc.) 

Many other stimulating ideas are conveyed by this sheet 
and one feels sure that many a happy and profitable hour 
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was spent by the children who belonged to this class. It is 
equally certain that much of the new experience fed right 
back into the school the following term. 

Good Schools Like Good Homes Generate Common 

Purposes 

There are families and homes where delightful and in¬ 
structive schemes and employments are constantly being 
launched and engaged in together; an impromptu picnic, a 
trip to the park, united earning and sfiving to purchase a 
Victrola or moving-picture machine, family concerts and 
entertainments, birthday parties and liearty festival cele¬ 
brations, the decision to own a dog or keep chickens with 
coiisef|uent planning and devising ways and means, a 
home library begun and tlevelopeil, an e\'ening reading-hour. 
Into these various plans, old and young throw themselves 
with happy zeal. Life in such homes is rich, various, and 
developing, and there is never a lack of worth-while things 
to do. 

Schools are like homes. They range all the way from the 
stiff, cold, and prison-like type, where everything moves ac¬ 
cording to military law, to those in which the life closely 
parallels that of the home just described. It is out of an en¬ 
riched school life with natural relations, vital common inter¬ 
ests, spontaneous suggestions, and friendly cotiperation that 
projects of educative value arise. Life in such a school is in 
some ways more like the pioneer home than the modern city 
home. Needs that arise become problems for solution, and 
children are led to find ways to supplj’^ their needs. If dolls 
are wanted, make them; if w'agons are called for, construct 
them; if bookshelves and paper racks are needed, build them; 
if there is to be a Christmas play, write it and organize the 
dramatic action; if you wish a theater, build one with the 
big floor blocks and decorate it; if cooldes are needed for the 




Fio. 10. Lahoe Playhouse, First Grade, Lincoln Si’iiool of 

Teachers Coli-koe 

Playhouse made from very larfie i>ox. f'hildren painte^l and decorated furniture, 
made rurtaina and posters, made and dccornlmi plates which were then fired: also 
wove larffe rag rug not shown in this picture. A growing enterprise which for a 
long time suggested new and worth-while features and uses. 
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party, make them, or at least help in the process; if you 
want a Valentine song for the party, compose it; if the doll’s 
clothes are soiled, wash them; if candles are called for on the 
birthday cake or Christmas tree, dip them; if you w'ish new 
stories, find them in the books at hand; if you want to be 
cashier at the sale, leam to make change accurately and 
quickly. 

Complete thinking is necessary in the face of a diflSculty, 
and the developing project is usually full of dijfficulties of 
various kinds. The teacher who makes provision for chil¬ 
dren’s projects does not need to search for problems upon 
which they may sharpen their wits and learn to reason. 

Size, Scope and General Nature of Desirable 

Projects 

As suggested by some of the illustrations already given, 
children’s projects will vary greatly in size and in the number 
of people engaged in the effort. The four-year-old in the 
kindergarten may decide to make a picture with crayons. 
He may work alone at a small table for ten minutes, com¬ 
plete the picture, and never do anything further with it. In 
contrast to this, a class of thirty third-grade children may 
after some discussion decide to supply a baby with milk for 
an entire school terra, and their united effort may occupy 
many hours of time and reach in innumerable directions 
both in and out of school. A full description of such a pro¬ 
ject is given in Chapter V. In this account it will be seen 
that the main undertaking, which enlisted the effort of all 
the children, called also for minor individual or smaller 
group contributions in order to carry the original purpose 
to a satisfactory consummation. 

In the light of known traits of childhood, school condi¬ 
tions, and our social ideals, it is not conceivable that there 
should be as many projects under way as there are 
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children in a given class. The latter tend very early to 
some cociperative effort, and it is in siieli effort that oppor¬ 
tunity arises for training as useful merahcrs of organized 
society. Therefore, the more the chosen activities tend to 
run in channels calling for cooperative effort and the larger 
the scope of the project, the l>etter for educative purposes. 

We must not think of these voluntary and chosen activi¬ 
ties as being entirely of the motor or manual sort even in the 
early primary years. The defect of the term “project,” as 
applied to all self-instituted work, is that it was originally 
associated with manual and industrial arts, and was quite 
commonly applied to some unit in a fixed course of study in 
which little or no opportunity for choice was giv'en to the 
pupils. As has been said, a worthy jjroject involves tliink- 
ing, and therefore intellectual processes will be prominent 
even in tho.se which .seem to Im» largely manual. But .some 
purpo.ses and plans lie more clearly in the recognized intel¬ 
lectual fields, and these are not negle<*tcd in schools organ¬ 
ized along this line. Some children early begin to choose the 
books, cards, puzzles, etc., which lead to reading, and apj)Iy 
themselves to mastering the art either for the sake of the 
stories or from pleasure in the process, or both. In the sec¬ 
ond grade they begin to get up reading groups or “clubs” 
which meet daily with a child-leader for voluntary reading. 
They put themselves through drill in arithmclx- and spell¬ 
ing, sometimes impelled by the desire to prepr.re for some 
coveted office requiring such knowledge and skill and some¬ 
times from sheer pleasure in mastery and conii)etitive effort. 
Again, there may be rigorous, self-imposed drill by individ¬ 
ual or group, becau.se achievement in some subject has been 
discovered to l)e below standard. Printing apparatus is 
popular, and out of the original delight in manipulation of a 
new medium comes the later satisfaction in a new form of 
recording and communicating. Third- and fourth-grade 
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pupils will throw themselves with zeal into the study of a 
period in liistory in order to answer some question which 
interests them. Tliey may eagerly pursue some problem in 
geography or nature study, going far beyond any require¬ 
ment a teacher would be disposed to make. 

In addition to this direct organization of the recognized 
school subjects into childlike units for study and practice, 
these subjects are constantly drawn upon in solving pro¬ 
blems and executing plans which originate and pursue their 
main course in some other field. For example, the story of 
Snow White is to be dramatized, and it must be read in 
several different books to see which version is preferred or to 
get a good composite version; a puppet show is to be given 
and the lines must be written for the puppeteers; posters are 
to be made advertising a performance and the words re¬ 
quired must be studied; boats are being made and the chil¬ 
dren pore o\'er books to learn about primitive and modern 
methotls of boat construction. 

IIow (’AN Confusion and Lai*se.s tn the Course of 

Study be .Avoided.^ 

“But, after all,’' it is asked, “what prevents the curric¬ 
ulum from being a perfect hodge-podge under such a method, 
and how does one ever know what has been accomplished?” 
To the first part of the question, one might justly parry with 
the query, “ Is not the traditional curriculum a hodge-podge? 
Where did it come from? Is it not more or less of a patch- 
work construction brought together piecemeal from ancient 
and contemporary borrowings?” But to reply more di¬ 
rectly and frankly, there is a real danger that the course of 
study under the proposed plan will lack consecutiveness. 
For this reason R is considered safer at present to provide a 
skeleton or outline course of study for each subject indicat¬ 
ing the knowledges, skills, and attitudes which valid experi- 
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ments and investigations have shown to he important at 
different stages of maturity. This is I lie longitudinal view 
of the more abstract phase of the curriculum. 

Tlie most competent students of curriculum-making to¬ 
day advi.se that parallel with this framework there .shall go 
outlines and de.scriptions of numerous large units of work of 
the problem-.solving or project .sort. This should be the real 
substance of the curriculum. Enough of these examples 
should be furnished so that the less creative and h*ss (compe¬ 
tent teachers may gel many .suggc.stions. "I'hcy .sliould be 
worked out in .sufficient detail to show how the abstractions 
mentioned above arc shot through >\ith nicaning wlien 
brought into relation with real exj)criencc and purposeful 
study. It will be a stultifying influence if tlic.se typical 
organized units come lo be regarded as requirements to 
lie carried out in any given school or grade according lo 
form. 

Probably no one believes that the rank and file of our 
teaching corps is to-day jirc^jiarcd to inaugurate and conduct 
a thoroughgoing curriculum of children's activities. And 
even if they were capable of tin’s, few advocate's of the 
method would claim that children can thus acejuire all nece.s- 
.sary knowledge and skill in all .subjects during the liinitcnl 
school hours. 

To the extent that the child ren’s enlerpri.sc*^ do not pro¬ 
vide the experience and practice neces.sary to c^tabli.sfi cer¬ 
tain facts and skills belie\'ed to be essential to further pro¬ 
gress, the teacher can launch some suitable plan which w ill 
involve these elements. Or, by pointing out the lack and 
appealing directly to the intelligence find ambition of the 
cldidren, she can secure their cobjMiration in the necessary 
study or drill. The fact that we have in the past drawn too 
heavily on the latter kind of motive power should not blind 
us to the fact that children are often impelled to put forth 
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effort because they obtain satisfaction from the exercise of 
native ca|>acities and from the mastery of difficulties. 

In the matter of continuity we must remember also that 
the larj'er, richer experiences of school life offer progression 
as well as the more abstract ty|)es of subject-matter. For 
example, the same school sale for the benefit of some worthy 
object might yield practice in making change for second and 
third grades, training in setting correct prices for third and 
fourth, and exjierience in percentage and bookkeejiing for 
more advanced pupils. The same festival might stimulate 
the kindergarten children to evolve a simple rhythmic move¬ 
ment expressive of some appropriate mood or idea, while the 
upper primary grades work out the historical background 
for a more formal dance or compose words and music for a 
song. It is not uncommon to include the study of some food 
product (as milk or cereal) in the health program of a school 
for several succ*essive years, new facts and new implications 
being considered each year according to the maturity and 
past exjierience of the pupils. 

As to knowing what is accomplished, schools in which a 
good part of the curriculum is of the type under discussion 
are not afraid of the standardized tests and scales which are 
used to measure more formal work. So far as these tests go, 
they will measure the product of the informal method also. 
But new modes are needed for estimating what is accom- 
plislied by new methods of work, in esthetic appreciation, 
in improved standards of social behavior, and in habits 
essential to good citizensliip. 

QUESTIONS 

1. What differences arc there likely to Iw* lietween a conven¬ 
tional curriculum unit on Indian life and a genuine pupil pro¬ 
ject involving the same subject.^ 
it. In studying an exhibit of children’s work what are some of the 
things you would like to know? 
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8 . What activities cliri you engage in as a child which might be 
worthy of a place in the s<'liool of to-day? 

4. W’hat worth-while vacation activities suiU'd to your Icx'ality 
can you think of for the children in your s<*htMil? How would 
you expect to use tlie results? 

5. Some teachers say that the exactions of Ihe course of study 
and the use of standardizerl tests mak<* it impossible for them 
to give any place whatever to cliildrcn’s purposes and i>laiis. 
W'hat responses will you make to this? 



CHAPTER V 


SOME SPEC IMEN ENTERPRISES OF SOHfK)!. CHILDREN — 
HOW TO JUDGE THEIR WORTH 

Sale ok Lemonade and ( ookies in Connection with the 
Kindekoakten — Phimahy Fair 

Second Urade, Horace Mann School. Miss Mildred liatcheldcr. 
Teacher. Plan developed under the guidance of Miss Mabel 
(Crumby and Miss Grace Parker, Graduate Students, Teachers 
College. 

For some time it has been the custom of the kiiulergurleii arnl 
the first and second gru<ies of the Horace IVIaim S<*1 uk> 1 to liold an 
annual fair for llie benefit of the Manhattanville Day Nursery. 
The children are inlen-sted in the nursery bc'cause their parents arc 
intereste<l in it, aiul tliey, themsehe^, have contributed It) it each 
year. 

Early in the spring the custom was rtK-allcd in the sexond grade, 
and also the fact lliat it was traditionally the pari of this class to 
have a “tea-room” when* lemonade and cookies were sold. 

This rciK»rt is an outline of the steps in development and the 
more evident outcomes of this undertaking. 

1. Decision of the group to have n “tea-room” at the Annual Spring 
Fair, and to use the proceeds for the Day Nursery. 

2. IManning: 

II. Tiine in which to prepare, 
b (’ommittees to carry on the work. 

(1) Decoration — to con.su]t with art director. 

(2) Buying — to price and buy lenion.s, orange.s, and sugar. 

(.‘t) .\dverti.Hing - to con.siilt with art director with regard to 

making posters and eostume.s for sandwich men. 

(4) Cashiers. 

(5) C^Miking — to make cookies ami lemonade and to wrap 
and tic cookies. 

(6) Selling. 

(Meetings w’ere held by the various committees to plan their 
.specific share in the work.) 

c. Writing invitatioas to parents. 

d. Writing retord for year book. 
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e. Means by which lo earn money for buying nmierials. 

(This provided for the launching of a 8ub-proje<*t which will 
be outlined at the end of the report.) 

S. Development of plans. 

a. Study of the calen<Iar. 

b. Making posters. (All the children de.sigm'il and mu<le posters. 
Tho.se doing the best work were allowed to go to the art rmiin for 
.special help in making po.sters for di.splay.) 

c. Making caps for tho.se who were to .sell lemonade and c<M»kies. 

d. Making co.stuine.s for sandwich men. 

e. Freehand paper-cutting (flowers for <lccoration of tea-rtMim). 

f. Arrangement of tea-room and placing of tlecoralions. 

g. D*urniiig lo make change. 

h. IVlaking iM'oklet.s in which to keep individual ircords of progrc.s.s. 

i. Writing invitations to parent.s. 

j. Writing reconI for year book. 

k. Heading recipe. 

l. Making cookies !»y thrc«‘ groups of children, four in group, with 

a.Msi.stance of the doniestu' .scieim' It'achcr. (Kaeh had Ins turn 
tomea.surc. .stir the mi.\ tun-, rolliuit thi* dough, choose the cutler, 
cut, uiul sprinkle sugar on tin* cookies.) 

m. S({ucezing lemons jind orangivs. 

n. Serving lemonade and cookies at booth. 

o. S«'lling cookic.s from ba.sk(‘t.s. 

4. Judging rt'.sulls. 

a. (Quality of pKfduct— lemonaiie and cookic.s. 'la-ste and skill 
exhibited in dccoration.s anri arrangement i>f booth. 

b. Ability to carry re.sponsibdity on du> of side. 

c. Efficiency in ilutics undertaken — staling, .serving, keeping 
Ijoolh tidy. 

d. Receipts .suffif’ierit to fulfill original (iiirpose. 

OutcomcH in Snbjvct-Mafter and Skills 

1. Arithmetic. 

a. Making change. 

(1) Naming coins in two ways. 

(2) Placing coin.s in order of value. 

(.S) Counfing by .'i’.s tfj .'50. • 

(4) Multiplication table of 5 to 10 X 

(5) Division by 5 fhow' many H's in 

(6) Numlier nii'kels in dime, <iuartcr, un<l half dollar.^ 

(7) Number ilimes in half dollar. 

(8) Number quarters in half dollar. 

(fl) Making change — 5 ivnts from 10 cents, 25 cents, 50 cents 
in various way.s and judging which is the lie.st W’ay. 
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( 10 ) Finding the cost of several articles when the cost of one is 
5 cents. 

(11) Making change from 25 cents and 50 cents, several articles 
being bought at 5 cents each. 

(12) Making change from a dollar by those who asked to 
do it. 

(1.3) Writing dollars and cents. 

(14) Column addition of dollars and cents 

(15) Counting money to check addition. 

(10) Subtraction (expenses). 

(17) Concept i (paper-folding to make tickets). 

(IS) Work with calen<lar. 

(a) Number days in March and April. 

(b) Number school days in month. 

(c) Numix'ir sch<K»l days from March 6 to April 27. 

(It)) Concept ], J in connection with inf;asuring parts of cup¬ 
fuls. 

2. English. 

a. t)ral discussions. 

b. Written composition. Invitations, advertisements and records. 

(1) Ability to organize. 

(2) Paragraph. 

(.3) Margin. 

(4) Spelling. 

(5) Punctuation. 

(G) Capitalization. 

3. Art Work. 

a. Designing (original). 

(1) Repetition. 

(2) Spacing. 

(3) Use c>f colors (crayons, water-colors). 

(4) Printing. 

(5) Freehand paper-cutting. 

SlTn-PRO-lECT 

Entertainment for Dr. McMurry's Clasit 

1. Purpose: to earn money to buy materials to make cookies and lemon¬ 
ade. 

2. Planning: 

a. To use Indian dramatization, marches, and dances worked out 
in the physical training period. Alsu costumes including suits 
and headbands. 

b. To make tickets decorated with Indian sj'mbols and marked 
witli the price. 

c. To learn to make change in order to be ticket-seDers. 
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8 . Execution. 

a. Completion of costumes. 

b. Making tickets. 

c. Perfecting and unifying Indian activities into a program. 

d. Drill in making change. 

e. Counting money by individual cashiers. 

f. Finding total receipts by addition and checking by counting. 

4>. Judging. 

a. Project as a whole .satisfac*lory, amount n*ali/,ed 

b. llcaliwition on part of the children that only a few had learncfl 
how to be ca.shiers. Others were stimulatwl Ui continue work 
in making change. 

The eoinmitlec feels that the pix>je<'t liuti real cihieutioiuil value 
in helping children to identify theiu.sclves wdlh an ini]M>rlant eoin- 
muiiity interest, in motivuting the sliidy of worth-while subjeet- 
matter, and also in developing desirable attitudes and habits. 
Among these are the steadiness lus-t'ssary to tirgani/A* and carry 
through an un<lei'takiug, eodperatu)!), iiiiselfishiicss, neatness, and 
accuracy. 

Fairfax School — First GR\r)EH, Cleveland IIeichts. Ohio 

Tedcfters—Bertfm Ihmiett, Margucriff Jack, Abigail Shannotu 

Mabel Mayer, Hazel iSioeton. 

French Bazaar 

An activity which proved mutually helpful and purposeful was a 
French Bazaar given by five first grades of Fairfax Stdiool. Cleve¬ 
land Heights, Ohio. 

Two war orphans — Marguerite and Etienne B., Montroiige, 
Prance, had sent cards, letters, arul even little home , lade gifts to 
the children of F’airfax School as an expression of gratitude fora 
box sent at Christmas. 

The children of our school, wisliing to contribute further to the 
support of Marguerite and Etienne— their “little PVeneh brother 
and sister” — planned and cxe<*uled a sale orTJazaar. 

That this Bazaar might be a full and free expression of the group, 
maay conferences were neces.sary and iiumerotis and lengthy di.s- 
cussions were held before the following were listed and approved: 

1. Articles to be made. 

t. Materials required. 

9. Money values. 
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4. Kinds of labor. 

6. Price lists. 

6. Classifying and labeling. 

7. Arrangement of store. 

8. Duties of salesmen. 

9. Making change. 

10. Attendants, clerks, ushers. 

The articles were made of clay, wood, fabrics, flower jars, etc. 

Each child was free to choose the article to b<' niaile and the 
material for it, but was re(|uired to keep to the list approved by the 
group. Eacli completed article was submitted to the group for 
approval. 

The advertising was an intcrc.sting feature. Pupils wrote 
notices to parents and friends; a bulletin was ]>laee<l in Central 
Hall; a parade was made through upper-class rooms —large 
painted and framed ])]acard.s announced kinds of articles for sale — 
American un<l I'rench flags w<‘rc carried and photographs tjf Mar¬ 
guerite and Ktienne were di.splaycfl. 

The day itself was a memorable one. The morning was given 
over to arranging tables with ti.ssue and crepe paper coverings; 
placing articles and prir<* tag.s; assigning duties. The afternoon 
saw each child, in his “best bib and tucker,” take his place as at¬ 
tendant or usher, clerk or ca.shier, w ith a conflicting sense of dignity 
and hilarity. 

Almost every home was represented by a buyer. 

The results wert; most gratifying. 

In checking up later, we listed the following by-products: 

1. fJriititude to pareiit.s. 

2. l.<ctt»*r.s to French children. 

•‘J. Replies fnmi I'Vench children. 

4. ('ounting of money. 

5. Hnnk drnft. 

6. Individual statements of work act'ompHshed and amount earned. 

7. Joy in w'oiking with and for others. 

8. (living eritiei.sins helpfully and kindly. 

9. Receiving criticisms gracefully and gratefully. 

Project — Ouk Nekshborhood, Cleveland IIeightb 

Grade II A, Faitfax School. Miss Ijcla H. Dvrler, Teacher. 

* A request came from the Principal to reduce, so far as possible, 
the number of children staying for lunch. The children were asked 
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to time themselves as they went home to tletermine who were 
rightfully entitled to the privilege of staying for luneh. 

The next morning many disputes arose, owing to the fuet that 
some hnrriwl home, while others loiteretl. This brought forth the 
need of a ‘*pieture” to prove distances. A few attempts at siu-li 
drawings were made to prove to the class that one <0uld lived far¬ 
ther from st'hool than another. The iummI of a map was e\prc.s.sed, 
and. as no large map couhl In' found. on<* was drawn on the thior. 

In order to help the chiMrcii gel tlic .sense of locality, <*hurehes, 
s(diool, stores, and tilling-statioiis in the district were Iwated and 
marked wdth certain (‘olorcsl dots. Follow ing this, each child came 
up to the map, trai'ed his way from school to his home, and put his 
“home dot” of green on the proper .side of the stiwt and appro.\i> 
mately the eorrtnrt distance from the strtvt inli^rsecdions. Finally 
a half-mile circle was drawni around the .scIumiI dot to make the 


comparison of distances easier. 

On the sand table that afternoon scvcr.al boys tried to setlh* an 
unfinished di.spnte alHinl the locality of tlu‘ir homes by marking 
out streets and traidng their way home. 

From this came the suggestion that we make |»lay streets to 
match the ma|i. Several children brought liny toy ivirdlnianl and 
w'oixlen houses. A jiainted matchbox .scrv<*d for the schoolhonse. 
Cardboard streets were laid out that evtend<‘d bi'twisui Li'c and 


Taylor Roads and from Shaker Lakes to ALaulowbriMik Road. 
The size of the sand table w'as the only reason for such narrow 
bDundaries. Several weeks were spent on this. 

Visitors' Night gave an incentive for making a more finislxHl 
product, and changed the spirit of play into ac’tivc work. Delail.s, 
such as sponge trees, flower-beds of tiny cut-outs, liny ptniph? of 
pegs and cri^pe i)a|>cr, park benches, boats on a gla^ lake*, telephone 
poles, street signs, aiitomobih'S, fire plugs and fire engine, put on 
the finishing touches. The display was ustnl not only for the 
entertainment of adult vi.sitors. but other rooms were invited in to 
see it. On such occasions each chihl liarl an op|>ortunily to ex¬ 
plain to some little visitor the work that interested him most. 


Other resiilLs gained by the projei t: 

1. The neeii for, and use of a map. 

a. Understanding of directions as u.Hod on a map. 

b. The relative locations of places in the neightx^rhood. 

c. The comparing of di.stances. 
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2. Directions out-of-doors. 

S. Acquaintance with the neighborhood. 

a. Reading of street signs. 

b. Location of fire plugs which led to further information concerning 
the Fire Department. 

c. lx>catiou of building and homes of other rhildren. 

('loser companionship. 

After the Ia.st “home dot” wa.s placed we were just like a huge 
family, each knowing where the others Iivc<l. Remarks were made 
expres.siag an intelligent appreciation of the efforts e.xpcndcd by those 
wlio lived at the greatc.st distance. 

5. Respect for the privileges offered by the cafeteria. 

fi. ('odperation at the sand table. 

7. Respect for loaned pn>perty on the sjiml table. 

8. S|)elling of name.s of streets. 

9. ('areful and uniform pointing for street signs. 

10. Skill and patience in handiwork. 

11. Appreciation of their own work. 

12. ('ounting and measuring on .sand table. 

13. Ability to explain their project to adults and chihlreii, with some con- 
.sidcrat ion as to the points that would probably interest each individ¬ 
ual guest. 


Study of Milk 

Horace Mann School. Third Grade. Miss Mary R. Lems, Teacher, 

Thi.s unit of work wa.s the result of a study of Health, through 
which the children learned that milk i.s one of our mt)st important 
foods. They raised .so many questions about the source of the 
supply for New York, the different grades of milk, how it is kept 
pure, etc., that we decided to make a list of the.se questions in order 
to see which coidd be dealt with. The questions were written on 
a chart, and as the study progressed, new ones were added, and 
tho.se which were satisfactorily answerefl were chec!ked off. These 
are the questions which appeared when they were assembled for 
tlie first attack: 

1. How do we know what milk contains.^ 

2. Whal i.s meant by Grades A, B, (J? 

3. What is pa.steurizcd milk? 

4. Where doe.s our milk in New York City come from? 

5. How i.s it .shipped to New York? 

6. W’ho brought dairy cows to this country? 

7. How much milk does a cow give a day? 
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8. How does the farmer take care of his cows? 

9. How many people help us to have milk? 

10. How is milk us^ in cooking? 

11. Where can we find the answers to all of our questions? 

(One shelf of the classroom library was reserved for books, magazines, 
advertising material, pictures, etc., which might be of help in this 
study. Both teacher and pupils contributed to tliis.) 

The children thought that question 2 should be taken up first, 
because it was probably important os regards health und bec'ause 
they were sure information could be readily obtained. Some of 
them knew of the Sheffield Farms Dairy Station, which is not far 
from the .school, and a trip to this plant was planned. Here we 
learned alx>ut the New York City supply, .shipment of milk, pas¬ 
teurization, grading of milk, mea.siires taken for cleanliness, de¬ 
livery, etc. When we returned, the trip was di.scus.sed, and it w'as 
found that not only had we .seciirctl the answer to question 2, but 
that we had found answx'rs to other cpiestions also. 

We greatly wished to visit a dairy farm, but that was not pos- 
.sible, .so we turned to lKK>ks. pudurcs, and lantern .slides for in¬ 
formation. 

We wrote letters to the manager of the Sheffield i)lant thanking 
him for the help he had given us. 

We pasteurized raw milk at scIumjI by filling a test tube and 
heating it to 145°. This temperature was held for the time neces¬ 
sary for pasteurization. 

We made butter, cottage cheese, pressed cheese, junket, co<ioa 
and ice-cream at school. These activities grew’ out of our discus¬ 
sion of uses of milk in cooking, or how tlie food value of milk may 
be secured in a variety of ways. 

About this time another line of interest ha 1 culminated in the 
decision of the class to help in some way in the care of a particular 
baby at the day nursery near by. We cho.se a tiny l)oy named 
Jimmie who needed at the time a good .supply of milk. Money 
would be required, and the “Ways and Means” Committee de¬ 
cided on a sale of cookies in the hall of tile school. The cooperation 
of the Domestic Science teacher was secured, and by working in 
relays a quantity of cookies of a very salable kind were produced. 
This was so timed that the children were able to use in their cookies 
the butter which they had already churned. We advertised the 
sale by means of speeches made in different classrooms and by 
posters placed in conspicuous places in the halls. We made about 
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aine dollars from this sale and the proceeds were used to furnish 
Jimmie’s milk over a considerable period. 

A group representing the class visited the day nursery and be¬ 
came acquainted with “our baby.” (Sc*e Fig. 11.) There were a 
number of situations in this connection which called for oral and 
written English. 



Fro. 11. A Visit to \ Oat Nuh-seky 

A c'oiimiiHof rrtiiii Thinl (irutic, Uoriicc Miiiin School, visil.s a iieiKhhi>rinK Uay Nursery 
ti> KPt (icqiiaililt'd with the piirticiilur bnhy whom lht‘.y are rcgiilurly .supplying with milk. 
A lit’Kiimiiiir III intelli({ciit .sunal .servit'e rc.siiltiiiK from u btudy uf the iiuportam-e of luiik in 
the lives of ohililrrn. 


I'he arithmetic for a jieriod of .several weeks was greatly enriched 
in meaning by the (‘alculations really nmled to carry on the under¬ 
takings and by those which helperl to interpret certain facts. As 
almost always happens in any genuine situation involving nurnlHT, 
problems aro.se calling for facts and skills not at the eoniniand of 
the thirtl-grarle children. The teacher then decided upon one of 
several courses: 

To perform the operation herself until certain results wxre ob¬ 
tained which pupils could again deal with. 

To submit the problem to a higher grade for solution, the results 

• to be reported back to the third grade. 

If tlie operation were only a little beyond the children’s power, 
postpone until suitable drill could be given. 
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The Sheffield Farms Company loaned us a moving-picture film 
which told the story of milk. This picture inspire<l the children 
to make a “movie” of their own. Only by a considerable stretch 
of imagination would a matter-of-faf*t grown-up conceive of the 
result as a moving picture, as it was more like the old-fashioncfl 
panorama. (Fig. 1^2 shows a picture of the “film.”) It consisted 



Fig. 12. S.mall Skction of a “Moving PicrmtE” Made by rupiT.H in 
Thikd Gradk, Horace Mann Sc hooi. 

Drawing, painting, It'ltcring, written ci>iupn.siti(>n, (liiiKniiiiM, and aliiitMt every type (if 
graphic art wore used tu rccurd and explain their study uf milk. 


of a .scroll made from a yellow window shac' lorti into three 
lengths or “reels” each a yard long and twelve inclie.s with*. Tlie.se 
were later pasted together giving a total length of nine feet. A 
committee of children selected by vote had clnirge of the work. 
They called upon others for plans, drawings, paintings, cut-out 
pictures, written explanations, etc. These w'cre yiasted on the 
scroll in a sequence which would give a complete recoril of the 
work done. The “film” was called “Milk from the Farm to Us.” 

Then the mothers were invited to .sec it. .As c'ach section was 
unrolled by the “operators” in charge, a .speech of explanation was 
made by children who had chosen certain parts upon which to 
talk. 
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The speeches given in eonnecftion with the picture shown in 
Fig. 12 were as follows: 

“This is the wagon that brings us our milk very early in the 
morning. It leaves the Pasteurizing Plant alxmt five o’clwh in the 
morning. People work all night so that we may have milk for 
breakfast.” 

“This is the way the milk looks when it is left at our homes. It 
lias a cap fitted very tightly over the Ixittle so that no dirt can get 
into the milk.” 

Other pictures were explained by such remarks as: 

“This is a picture of a little baby. How fat she is — because I 
think she drinks cow’s milk.” 

“This is the way a healthy baby looks. This is my little 
brother.” 

“This shows the churn wc used. We got a big lump of butter. 
Then we drank the butter-milk. We made cookies with the butter 
that was left.” 

“ After we had our cookie sale, wc got about nine dollars, and this 
money was sent down to the day nursery to a boy named Jimmie, 
.so that Jimmie might get milk. Next year when we are in fourth 
grade we think we will help him too.” 

Transforming a Portable Building 

Fort Wayne Normal Training School, Fort Way fie, Indiana. 

MisH liena Allen, Teacher. 

We had a portable school building which no one liked. Parents 
and teachers together discus.sed the matter, and it was quite 
generally agreed that such a room was unpleasant, uncomfortable, 
and inconvenient. The teachers did not want to teach there and 
parents did not want their children to study there. However, 
there was neither time nor money to build a permanent addition 
to the main building and wc must have more room. 

As I walked tluough this much-discussed portable with its long 
row of .small windows, its unsightly jacketed furnace, its forty 
nailed-down .scats occupying most of the available .space, and its 
generally unfinished appearance, I did not blame either parents, 
teachers, or children very much for their desire to avoid such a 
place, but I wondered if something could be done to render it 
more acceptable. Finally I agreed to take a group of forty 
Three **A^^-Four “J?” children and see what we could make of it. 
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The first day of school I fart'd a disappointed group of children. 
I sat down with them and said, “Do you know why I chose this 
room.^“ There was a chorus of “no’s.” “ Well,” I said, “I chose 
it bet^ause it was ugly, and I thought perhaps we could make it 
better.” 

The suggestions that came first were too ambitious, as we had 
practically no money to spend; but finally one little girl said, “ Per- 
liaps curtains would help some.” After that, other good ideas 
came in rapid succession. A screen to hide the stove — pictures 
on the wall — a flower-box full of flowers — a laiokcase, etc. 

We decided to keep our plans as .secret as possible, and at the 
end of six weeks invite our friends to judge the result. 

The girls made Dutch curtains of chce.sec’lolli — two strips at 
each end of the long row of windows, and a ruffle acro.ss the top. 
We were careful not to shut out too much light. These curtains 
we stenciled by u.sing the end of a spool on an ink-pad. 

The boys made window-l)oxes, a bookcase, and a sc’reen to hide 
the stove. 

The seats troubled us not a little until one of the boys suggested 
moving them over, pushing two rows together and having the extra 
aisle space at one side. The girls then suggested weaving small 
rugs to use if w'e w’ished to sit on the floor. (We were fond of 
doing informal group work. an<l we had no little chairs.) 

We made looms from boxes, and the children brought rags from 
home which they cut and sewed in school and wove into a “hit-and- 
miss pattern.” We finally sewed these small rugs together and 
made one large one. 

We had an old library table. The girls stenciled a runner to 
match the curtains, and some one contributed a bowl of goldfish 
and a lovely green bowl for flowers. 

We arranged our room in three .sections. The library corner for 
study and recreation, the fixed seats for individual .study work, and 
the “business corner” for group work. The children were enthu¬ 
siastic. They came early and stayed late so that our regular work 
was not interfered w ith. * 

The last day of preparation came. Before we left that night, we 
put the room in order. The rug was on the floor, the bookcase was 
filled with books. On the library table were the runner, fish globe, 
and books. Small rockers contributed by the children were so 
arranged as to give an added air of informal comfort. , 

The business corner had its small chairs (secured by the Principal 
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after iseeing our efforts) arrangt'd in a convenient group by the 
blackboard. 

The window-l>oxos were filled with the fern-like green of carrot 
tops, for, as one little lH)y remarked, “If they freeze wc can always 
get another carrot.” The l)owl at the rear window was filled with 
bright-eoloretl zinnia.s. 

The screen cover<‘d with burlap coneeale<l the ugly stove and at 
the same time s(*rveil as a bulletin board. 

With the soft curtains at the windows the whole effect w’as most 
“homey,” attractive, and comfortable. 

Next morning I found the children standing in ratluT awe<l 
groups, strangely silent and just gazing at their traiisformefl room. 
It was their plan carried out, and they were evidently impressed. 
One little girl standing near slipi)ed her hand inbj mine and sakl, 
with a<pieer little catch in her voice — ” Miss Allen, 1 never had a 
room that 1 liked like this.” I am sure the rest of us felt the same 
way. 

The parents who came in respous*' to our invitation were de¬ 
lighted, and so far as I knew’ there were no more complaints 
regarding the use of this portable building. 

PupcKT Show's in Fouhtii Grade 
Horace Afann School, Miss Ethel M. Orr, Teacher. 

Ourchiklren have had numerous opportunities to .see gcM)d pup¬ 
pet shows, and one laiy in the fourth grade conceived the idea of 
making a small one himself. He started it at home and brought it 
to .school in an unfinished state. The play W'as original and was 
called JJje in Japan. An attempt was made to repre.seiit the 
people, customs, and scenery of Japan and to have a little dramatic 
action, but this first play never passed beyond a very crude stage. 

As always happens when any especially fascinating enterprise is 
launched, several children soon took up the idea and began to de¬ 
velop it in their ow'n individual w'ay. Before the year w'as over, at 
least ten different puppet show’s were brought to completion under 
as many different leaders. In general form they were much alike. 
A soapbox or other medium-size wooden lx)x was secured. The 
open side became the front of the theater, and the larger part of 
what was then the top was removed in order to permit the puppet- 
4MTS to operate tlie figures by manipulating strings or fine wires 
from above. 
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Numerous problems arose which called for patient experiment 
and sustained thinking. What kind of figures to use and how to 
operate them, were pressing questions. After nuinerous experi¬ 
ments most of the children settled on small celluloid dolls. Some 
of these were jointed and some were not. There was no attempt 
at a network of strings by which to secure gesture. The figures 
were suspended from the back of the head, and action was always 
very simple, crude, and stiff. 

Various schemes were tried for weighting the dolls so their feet 
would glide along the floor. Sometimes learl weights such as 
tailors use were attached to the clothes. The method which 
proved to be most effex^tive and most easily accomplished was to 
slit the hollow celluloid dolls and ^rop in enough small shot to give 
stability. 

The children soon turntxl their attention to devising ways and 
means to shut off the view of the puppeteers from the audience and 
to get the figures on and off the stage in a more adroit fashion. 
G. E., who was one of the first to develop a play, worked at home 
more or less and had considerable assistance from his father. To¬ 
gether they produced a charming little stage with real wings well 
placed for exit and entrance of puppets. G. E.’s play was Cin- 
derella^ and he had particularly artistic scenes and effective stage 
properties. Other children solved the problem by placing .small 
screens about the stage in such way as to conceal to .some extent 
the manipulation of the figures. All admired G. E.’s .stage, but 
were quite happy with their own after they had done their best. 

The matter of a curtain provetl to be more or less trouble.some. 
Some made cloth curtains with rings intended to slide on a wire, 
but they proved to he rather clum.sy for such :» .small stage. A 
window-shade to roll up and down was adopter' by some and a 
piece of cardboard to drop down was the simple expedient of others. 

No small difficulty was presented in the matter of preparing 
suitable costumes for the small dolls. Both boys and girls worked 
quite independently and the boys proved to be more clever than 
the girls at the task. They evidently conceived of themselves as 
theatrical co.stumers and producers, and there was no suggestion 
that they were sewing doll clothes. 

Two of the boys conceived the idea of having electric footlights 
and side-lights. A special science teacher, who was already doing 
some work with this class, was consulted, and together he and the 
boys evolved a scheme for attaching tiny bulbs. The whole class 
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shared in this simple lesson in electrical attachment and partici¬ 
pated ill tlie discussion aroQsed. 

Pictures of two of these little theaters are shown in Figs. 13 
and 14. 

With two exceptions all the plays represented scenes from such 
familiar stories as Cinderella, Alice in Wonderland, Snow White and 
Rose Red, Red Riding Hood, King Alfred and the Cakes, and Tom 



Fin. 13. A PirppET Snow, Foithtii Grade, Horace Mann School 

I’upiicl sbow upcruled by Ihc owner who originalcd the play “ Life in New York.’* 



Fig. 14. A Puppet Show, Foubth Grade, Horace Mann School 

Boyii iniitalling electric footlighta for puppet show. 
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Sawyer. M. H. was, in a way, more amliitious, and undertook to 
write an entirely original play as well as to produce it. He called 
his play Life in New York, and the dialogue proved to he exceed¬ 
ingly entertaining to children. It also furnished much amusement 
to the grown-ups who saw it. This boy found at the five-and-ten- 
cent store a small doll with only one leg. He seized u{K)n this 
damaged toy and cast it for the part of Crippled Johnnie, who de¬ 
veloped into a very important and lively character in the realistic 
play about New York apartment-house life. 

The originators and owners of these puppet theaters drew other 
children into their schemes in various ways until practically all the 
class were participating to some extent. They assistetl in com¬ 
posing the dialogue and criticized the plays at varitius stages. At 
intervals larger groups worked under the direction of the teacdicr 
upon the English involved in the enterprises. Two or three chil¬ 
dren were called in to serve as puppeteers for each play. They had 
to manipulate the figures and speak the appropriate lines *‘iii 
character.” This called for preparation on the part of a number 
of children, frequent try-outs and good team-work. When these 
little plays were given for the entertainment of other classes, re¬ 
sponsibility was thrown on different children to extend invitations, 
look after seating, and make explanatory speeches. 

The final culmination, aii<l one not anticipated in the beginning, 
was the offering of four of these puppet shows as the fourth-grade 
contribution to the annual Spring Fair for the benefit of the Man- 
hattanville Day Nursery, and other child-welfare work. The fair 
took place after school hours, and a room was set aside for the little 
theaters. Remarkable organizing ability was demonstrated by the 
children. They formed themselves into ccmimittees and made 
themselves responsible for certain duties. The p!*iys were adver¬ 
tised in distinctive ways by posters, sandwich men, and oral an¬ 
nouncements. A real program was worked out consisting of short 
speeches serving to introduce the different plays, and selections to 
be played on the Victrola during the tim<; required to set up the 
different theaters and get the puppeteers in place. An admission 
of five cents was charged, tickets were made and sold at the door, 
and accounts were carefully audited. A gratifying amount was 
realized for the support of the child-welfare work. 

OvicomeH 

1. Excellent social adjustments involving leadership, cobpera- 



104 


THE PRIMARY SCHOOL 


tion, anil concerted action toward ends realized to be impor* 
tant. 

ExfTcllent training in the organization of ideas and materials 
and the soc'ial group. Also the actual test of such ability. 

3. First-rate thinking in the face of numerous smaller or larger 
demands. 

4. Fuller acquaintance with an ancient and almost universal 
form of dramatic expression and one especially appealing to 
children. 

5. Much entertainment and pleasure of a very desirable kind 
calculated to attach children to the life of their school. 

6. As suitable, valuable, and varied English work as this grade 
has ever Imd over a similar period of time. 

7. Increased skill and improved taste in manual arts, and fine 
art of a spt'cific kind. 

8. Some excellent experience in arithmetic appropriate to the 
grade. 

9. Satisfaction of the group in realization that they had pro¬ 
duced something of genuine worth in an important commu¬ 
nity affair. 

Tlie following reports tell their own story. They are not 
written up as organized project work, as were the preceding 
records, but reproduce oral accounts given by children fol¬ 
lowing upon some of their excursions or other interesting 
experiences. 

The teacher wrote the children’s statements on the black¬ 
board, and later had the complete “stories” multigraphed 
so that each child had a record of outstanding activities and 
events of the year in a form which he could read. 

These reports are from the second grade, State Normal 
School, San Jose, California; teacher. Miss Martha Porter. 
The present writer has the full report of social studies, en¬ 
vironmental life, and nature study as developed by Miss 
Porter during the fall of 1922. It is easy to read between 
the lines and see how rich is this curriculum in fruitful ac¬ 
tivity which engenders a great variety of related activities 
of a valuable kind. 
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Titles especially noted in the series are: 

Our Trip to the Campus. (Getting acquainted with the trees.) 

Going to the Market. (A study of local food supply.’) 

Our Trip to the Engine House. (Fire Prevention Week.) 

Our Halloween Party. 

Our Trip to the Sperry Flour Company. 

Our Trip to the Cold Storage. 

Going to the Sunsweet Packing House. 

Our Halloween Party 

We gave a party for the first grade. 

This is the way we got reaily for it. 

Jack D-brought some pumpkins. 

WV made jack-o’-lanterns out of tliern. 

Several children brought nuts 
and apples. 

We cracked the nuts ourselves. 

Wilfred brought some jelly bean.s. 

We ma<le four niolassc^s cakes. 

We cut out paper napkins 
and d(K'orated them. 

We made paper plates 
with designs on them. 

Robert N-made some place cards. 

We set the tables, and deeorate<l them 
with jack-o’-Ianteriis 
and strips of crepe jjaper. 

We learned a little dance 
for our party. 

Some people believe 

witches and brownie.s and fairies 
come out to celebrate on HalloweeUu 

So we played we were browracs 
and fairies. 

The brownies and fairie.s 
were ail asleep. 

The old witch woke the brownies 
and they danced 
until they were frightened 
by a loud noise. 
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Then the witch woke the fairies. 

They danced until the fairy queen 
ie<i them away. 

Wc made brownie caps and fairy caps. 

Martliclla and Marie 

marie the witc'h costume. 

We learned some games for our party. 

Earl, Betty J., Sylvia and Lois 
taught us how to play them. 

Ixjis shrjwed how to pin the tail 
on the big black cat. 

We wrote some invitations 
to the first grade. 

We invited Miss F-and Dr. F-. 

The first grade answcrerl our letters. 

So did Miss F-. 

We had a very g(K)d time at the party. 

The first grade liked the party 
and thanked us. 

While we were at the table 
Miss F -t(Jok our pictures. 

Later in tlie year conies a record made into booklet form 
called. Our Jlen Boole, a small part of which is given 
below: 

We have a hen. 

She is hatching fifteen eggs. 

We hope they will all hatch. 

We put a dust bath 
for her in the old bird cage. 

Wc got the earth 
t)ver by the trees 
where tliey are blasting. 

We give her water 
and scratch feed every day. 

Alden brought a can 
for the feed, and Sylvia 
brought a pan for water. 

Bennie brought some grave!. 

Robert, Jack and Sylvia 
brought scratch feefl. 
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How Eggs Hatch 

Our hen came the fourteenth of April 
and the eggs are going to hatch 
the fifth of May. 

The hen keeps tlie eggs warm 
and turns them over once a day. 

She does that to keep the chick 
from sticking to the shell. 

At the end of three weeks 
the chick pecks its way 
out of the shell. 

How Chickens Hatch Without Their Mothers 

• 

Wc went on the Willow ear to the Santa Clara Valley Hatchery. 
We saw incubators. The incubator was big, with doors. When 
you open the doors you can sec eggs. One incubator held twelve 
thousand eggs. They tiirn a crank to turn the eggs over so the 
little chicks will not stick to the shell. 'Hiere was a gas heater to 
heat water pipes and a fan to send the lieat through tlie incubator. 

We .saw a chicken’s bill peeping out of the shell. A little chicken 
was pulling and pulling, trying to get out of its shell. There were 
.some boxes with little holes in, to ship the chickens tiway. In the 
morning the chickens are not strong enough to stand on their h^t. 
In the afternoon they are. They have brooders to keep the chicks 
until tliey sell them. 

The writers of these reports have in most cases pointed 
out some of the principal direct and indir«'<‘' values or out¬ 
comes of the several projects (le.scribed. Jn addition we 
should note certain points of worth found to some degree 
in all of these enterpri.ses. 

1. They exhibit an expanding field of interest and offer a 
range of experience much broader than that of the conven¬ 
tional primary school. 

The occasion of the French Bazaar for example takes the 
children across the ocean to enter into the lives and needs of 
other children. In order to carry out their plans they must 
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also reach out into their own neighborhood and draw parents 
and adult friends into a common undertaking. 

Similarly the Spring Sale brings the school into contact 
with an important community institution, the Day Nursery. 
In order to fulfill the obligation entered into, almost all the 
knowledge and skill which the second-grade pupils possess 
or are capable of acquiring in a limited time is called upon. 

The Milk Study goes far beyond the ordinary features of 
tlie healtli program and carries the children into a genuine 
social study of one of the most important industries in 
modern life. It embraces not only the interests and needs of 
the children concerned but the welfare of other children as 
well. 

In tlie reconstructed and beautified portable building the 
children took over for solution a problem which was really 
the concern of the .school and the community. In so doing 
they were getting fine training for a high type of home¬ 
making and a larger citizenship. 

2. The projects described give added meaning and im¬ 
portance to much of the more routine work of the school. 
The practical demands of these enterprises also serve as im¬ 
pressive tests of achievement. These seven reports taken 
together f\irni.sh examples of superior work in oral and writ¬ 
ten English, arithmetic, fine arts, industrial art, hygiene, 
literature, and civics. They also show possibilities in the 
direction of geography and nature study. 

3. The opportunities are great for training in habits and 
attitude that are of the utmost importance in the immediate 
and future lives of the children. The ability to carry re¬ 
sponsibility, to think clearly, to study effectively; the ability 
to see things from a less individualistic point of view; growth 
in true leadership; habits of perseverance; acceptable social 
habits which develop only when children have a chance to 
mingle naturally in a real social group including older people; 
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— all of Uiese we see exhibited to some extent in the above 
reports. We know, too, that these values cannot be secured 
in a school in which only bookish and scholastic exercises are 
provided. 


QUESTIONS 

1. What should be the teacher’s part in enterprises such as those 
described? The pupils' part? 

2. Most of these undertakings branched oiit considerably from 
the original propositions. Examine them to see if the de¬ 
velopment seems forcerl. 

3. Which of these enterprises seem best siiiUKi to the average 
school? 

4. Is it advisable to attempt to copy such projects? Why? 

5. Pick out several features which you consider valuable in the 
w'ork described and point out the special merits. Which fea¬ 
tures do you consider of doubtful value? 

6. Point out particularly good opportunities in the activities 
described, fur training in good citizenship. 



CHAPTER VI 

WHAT CONSTITUTES A SOCIALIZED RECITATION? 

Therk has been a good deal of discussion in recent years re¬ 
garding a form of recitation which has been designated as 
socialized. Tlie two terras social and recitation^ with tlie 
meanings which they ordinarily connote, do not seem to link 
up very well. It is necessary to get a conception of a recita¬ 
tion wliich bears very little relation to the root of the word 
recite before we can conceive of the implied activity as being 
at all social in its nature. To recite is to state or tell again, 
and in the old type of recitation the telling again was always 
at the instance of the teacher and before an audience sup¬ 
posed to know all of the facts just as well as the reciter. The 
telling again was usually for the purpose of testing or fixing 
the knowledge of the one reciting; or, in its better form, for 
the purpose of clarifying the facts under consideration and 
pointing the way to obtaining more facts. The teacher ini¬ 
tiated, directed, controlled the whole movement, asked all 
the questions, passed judgment on all replies, and'dictated 
what was to follow. This type of recitation was social only 
in the sense that it faithfully represented a certain notion of 
school society. The new type likewise can be genuine only 
to the extent that it reflects a fundamentally different school 
society. The recitation is only one small part of the daily 
life and experience of tlie classroom community and it re¬ 
veals the underlying social theory which controls the school. 
If a vigilant, autocratic discipline is the general rule, at¬ 
tempting to relax it during certain periods or to dispense 
with it temporarily will not succeed. The result will be a 
warring of contrary tendencies and the consequent failure to 
establish habits and ideals generally applicable beyond the 
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limits of the particular recitation. It is like trying to reduce 
a symptom without going to the root of the disease, and 
the results will be equally unsatisfactory. Sucli superficial 
doctoring often produces a class exercise wearing a mask of 
freedom which is at heart the same old stereotyped, un¬ 
liberal thing; or, worse still, what was good in the old is lost 
and there is substituted a weak, ineffectual, and poorly or¬ 
ganized group effort. 

Through numerous published articles as well as from ob¬ 
servation we have grown familiar of late with some of these 
spurious forms of the so-called ftocialized recitation. The 
child critic and questioner is prominent, and the pupils al¬ 
ways address each other by name and strew their remarks 
with “Excuse me’*; “I beg your pardon”; “Will you be so 
kind, John”; and, “Thank you, Miss Jones.” Pointless 
questions and inane remarks get by under the dazzling cloak 
of drawing-room manners, and robust discussion and criti¬ 
cism languish when the major emphasis is placed upon mere 
activity and social forms. C’ommon courtesy sliould be in¬ 
culcated and should finally prevail in the room, but wn- 
ventionally polite phra.ses, tlie attempt to substitute a child 
for the teacher, and talk merely for the sake of talking, do 
not constitute a genuine social activity. 

The following is an example of this sort of pseudo-social 
lesson: 

The teacher announced a reading lesson and pupils took 
copies of Alice in Wonderland from their desks. One child 
(Mary) who had evidently been appointed at a previous 
lesson, rose and faced the class. 

Mary. Where did we leave off in Alice ycstcrtlay, Tom? 

Tom. We left off where the Caucus race was run and the mouse 
told its long tale to Alice and the other creatures. Wlmt chapter 
was that, Daniel? 

Daniel. We finished Chapter III yesterday. 
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Mary. Daniel, will you please begin? 

Daniel. (Announces Chapter IV, page 35, and reads.) 

It was the White Rabbit, trotting slowly back again and looking 
anxiously about as it went, as if it had lost something; and she 
heard it muttering to itself, “The Duchess! The Duchess! Oh, 
my dear paws! Oh, my fur and whiskers. She’ll get me executed, 
as sure as ferrets are ferrets! Where can I have dropped them, I 
wonder?” Alice guessed in a moment that it w'as looking for the 
fan and the pair of white kid gloves, and she very good-naturedly 
l)egan hunting about for them, but they were nowhere to l)e seen — 
everything seemctl to have changed since her swim in the pool, and 
the great hall, with the glass table and the little door, had vanished 
completely. 

By the time Daniel had reached this point three other 
children had risen and one of them (Ruth) said: 

“Excuse me, Daniel, but you did not pronounce whiskers exactly 
right. Please say whip.** (Daniel tries.) “Now' will you .say why, 
whistle, whisper.** (Daniel again makes an effort and apparently 
satisfies Ruth, who ceases to tlrill. But he is not to he excused yet, 
for James takes up the attack.) 

James. Daniel, what does executed mean? 

Daniel. To he kille<l. 

Grace. Daniel, did you notice that can is printed in italics? Will 
you please read that sentence again? 

Daniel reads again, “Where can I have dropped them, 
etc.,” and emphasizes can, to the satisfaction of Grace. 

As no furtlier comments are made, Daniel, evidently glad 
to be relieved, calls on Arthur. 

Arthur rises and reads: 

Very .soon the rabbit noticed Alice as she went hunting about, 
and called out to her in an angry tone, “Why, Mary Ann, what are 
you doing out here? Run home this moment, and fetch a pair of 
gloves and a fan! Quick, now! ” and Alice was so much frightened 
that she ran off at once in the direction pointed to, witliout trying 
to explain the mistake it had made. 

John is now on his feet and as Arthur pauses he questions 
him: 
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John, Arthur, can you use anotlier word in place of fcttK where 
the rabbit says, **fetch me a pair of gloves and a fan"? 

Arthur. Yes, John, I could say, *'bring me a pair of gloves and a 
fan.** Louise, will you please read? 

Louise: 

**He took me for his housemaid,*’ she said to herself as she ran. 
'*How surprised he’ll be when he finds out who I am! But Td 
better take him his fan and gloves — that is, if I can find them.” 
As she said this, she came upon a neat little house, on the door of 
which was a bright brass plate with the name “W. RABBIT” en¬ 
graved upon it. She went in without knocking, and hurried up¬ 
stairs, in great fear lest she should meet tlie real Mary Ann, and be 
turned out of the house before she (ha<l) found tlie fan and gloves. 

Morris. Louise, will youdook at that last sentence again. You 
left out the word had. 

Louise. Did I? I’ll read it again. (Reads again, putting in all 
the words.) 

And so the lesson continues reaching that deliciously 
funny scene where the White Rabbit and Pat and poor Bill 
the Lizard attempt to eject Alice from the tiny house. But 
not a question was asked or a remark made which tended to 
bring out more fully points essential to a keener appreciation 
of the ab.surd situation, and tliere was no hearty general 
laughter at any time during the lesson. No one asked lead¬ 
ing, pointed questions calculated to set the others thinking 
about Alice’s relative size at this juncture, what caused her 
to change in size the last time, why she w'as in such awe of 
the rabbit, and what W .stood for on the door-plate. 

In such a lesson the mantle of an exacting teacher has 
fallen upon the children, and with the same fussiness they 
take up her supposed obligation to poipt out with meticulous 
care all the petty faults and minor errors which occur. 
About the only difference is that the polite nagging is dis¬ 
tributed among a larger number of people instead of being 
exercised by one. There is nothing genuinely social about 
this lesson except the delightful story itself with its universal 
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appeal. But the fine flavor and deep enjoyment of a great 
literary treasure are sacrificed to a false conception of what 
constitutes a democratic organization of the group. 

^ Wh at are some of the essential elements in a truly social¬ 
ized recitation? *1 

One of the first requirements is that the subject-matter 
itself shall have real social worth to the pupils. Poor con¬ 
tent, outworn theory, or ideas and facts so remote from child 
life that the participants cannot link them up with experi¬ 
ence can be of no social value to those concerned no matter 
in what form the exercise is cast. What matter, in a reading 
lesson, whether child or teacher occupy the leader’s chair, or 
how many pupils volunteer, if the matter is not worth read¬ 
ing? And what is gained by a pupil-directed nature-study 
lesson if it deal only with isolated facts detached from sig¬ 
nificant experience? An arithmetic lesson involving ex¬ 
amples in which eggs are said to sell at fifteen cents a dozen, 
butter at twenty cents a pound, and milk at five cents a 
quart, cannot be socialised by any particular mode of con¬ 
ducting it. The statements themselves are false in present- 
day life, and are therefore fundamentally non-social. Or 
take the following authentic occurrences: In a school in a re¬ 
mote district where the people w'ere very poor, a class in 
hygiene was reciting. The children had memorized the 
statement from their textbook that in sweeping a room wet 
tea-leaves should be .sprinkled over the floor. The visitor 
knew that in the homes represented tea rarely ever found its 
way. From the same text another day these pupils quoted 
the statement that, in case of sudden illness in the family, 
some one should run to the nearest telephone and call a 
physician and not attempt home treatment. The nearest 
telephone was probably fifteen miles distant. The stand¬ 
ards of living were very low in the homes of these children, 
dhd there was dire need for instruction in hygiene which 
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would fit, but the material in use was false to the life of the 
community, and, unmodified, would defeat any attempt at 
socialization of the recitation, although encouragement of a 
genuine questioning attitude on the part of the pupils cer¬ 
tainly would have caused some child to challenge the state¬ 
ments quoted. 

As suggested in the beginning of this cliapter, the social¬ 
ized recitation depends upon a more truly democratic or¬ 
ganization of the class even with children of primary-school 
age. This calls for the establishment of natural, simple, 
human relations and contacts between the members of the 
group including children, teacher, supervisor, and principal. 
The teacher w’ho stands in fear of the di.spleasure of her su¬ 
pervisor if she depart jn the slightest degree from a pre¬ 
scribed procedure will find it impossible to accord anything 
but a travesty of freedom to her pupils. Cooley * calls de- 
mocjatic control “the organized sway of public opinion,” 
and it is through this gradual building-up of public opinion 
that children arrive at a higher regard for the rights of others 
and due respect for properly constituted authority. They 
come to understand that freedom means not liberty to do 
anything that one pleases, but an enlarged opportunity to 
please to do^ or to choose, from among those things which 
public opinion says are right and desirable. Cooley - also 
says, “Freedom can be increased only in con vection with in¬ 
crease of sympathy, intelligence, and self-control in indi¬ 
viduals,” and it is the place of the adults in the .school com¬ 
munity to call these powers into exercise among the children 
as much as possible, keeping firm control at all times and 
places where their “instructed conscience” is not equal to 
the demand. The socialized recitation from this viewpoint 
involves the highest type of mental and moral discipline and 

^ Cooley, C. H.: Social Organization, p. 118. 

* Cooley, C. H.: Human Nature and the Social Order, chap. xii. 
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ran succeed only in an atmosphere of mutual confidence and 
active good-will. 

So far as pupils are able, they should carry responsibility 
for contributing materials, ideas, and questions, and for 
making judgments and assignments, and this responsibility 
must be real, not make-believe. If an individual or a com¬ 
mittee undertake a certain part, the contractor or contrac¬ 
tors will be expected to put the thing through without inter¬ 
ference and without undue intervention from teacher or 
classmates. A sturdy independence in individual effort, 
coupled with a willingness to submit to direction and criti¬ 
cism from others when such are needed, will be the ideal 
toward which to work. 

The more superficial features, such as arrangement of 
furniture and consequent physical relations of the group, 
while of minor importance, have a direct bearing upon any 
attempt at a more sociable type of class-work. The raised 
platform for the teacher’s desk has almost disappeared, but 
straight rows of desks for pupils all facing that of the teacher 
still prevail. This arrangement implies a super-authority 
with the reins of control always in hand and one to whom all 
remarks and inquiries must be addressed. Some college 
professors refuse to conduct a course in a classroom having 
approximately this arrangement. They say they can get no 
free discussion in such a room, and insist upon having stu¬ 
dents seated around tables arranged in a hollow square. 
When this arrangement is obtained, students are never ex¬ 
pected to rise when they speak unless they have something 
to demonstrate, and any other order would be thought 
stilted and unnatural. For little children it would seem that 
the least we might ask would be half as many small chairs as 
there are pupils in the class, these chairs to be taken at times 
to any open space in the ix>om in order to furnish a grouping 
fnore conducive to free intercourse. 
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As to other minor features, such as rising to speak, raising 
the liands, addressing each other by name, etc., when tl»c 
teacher comes down off her elevated platform mentally and 
spiritually as she has already done ]>hysically, it will be seen 
tliat any procedure which is proper and efficient in a large 
family or a small club is all right for a schoolroom, and that 
no uniform rule can fit all occasions. The idea that there is 
a certain kind of schoolroom order which should be different 
from that of all other assembled groups has had a vicious 
effect. As to the formalities, the nicanifestations of sincere 
courtesy and ordinary politeness called for in healthy, re¬ 
fined family life will be the standard, and intercourse will be 
free from stilled and artificial formuhe. 

The socialized recitation demands, of course, a common 
aim and a specific })urposc. (\>oley defines .society as “an 
organized body held together by common aims and pur¬ 
poses.” If tliis is true of a great social body, it is equally 
true of small groups of children. Outside of strict control 
through adult authority there is nothing that holds children 
together and causes them to exert something of a united effort 
except a clear aim and strong purpose of their own, or one 
which they understand and to which they can respond with 
genuine interest. It follows that the multiplication of such 
purposes in the school life of young children will hasten their 
development in readiness and ability to do g( od team-work. 

And, as a final te.st, there should from time to time appear 
as a result of such recitations some clear-cut .social outcome 
extending beyond the classroom. Reading in assembly as a 
climax to delightful reading hours tog(*thcr; connections set 
up with the public library; a tabic in the hall containing con¬ 
tinuous display of wild flowers cared for and replenished by a 
particular class as the culmination of their nature-study 
work for a season; a number-game made by the children in 
one class for a lower grade as token of their own mastery of 
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some unit in arithmetic; or demonstrated ability to run er¬ 
rands for parents and verify change up to a certain amount. 

The following record is offered as an example of a class 
exercise which seems to exemplify to a higli degree the char¬ 
acteristics discussed above: 

1. Tlie subject-matter has real worth to the pupils. 

2. The relation of teacher and pupils and of pupils to each other 
is natural, simple, and wholesomely stimulating. 

3. Pupils as well as teacher exhibit a sense of responsibility for 
the success of the undertaking. 

4. The arrangement of the physical features of the room and the 
informality of address are conducive to a social feeling. 

5. There is suggested at the last an outcome of significance and 
prolonged worth to the group. 

Meeting of the Book Club 

Fourifi Grade. Horace Mann School. Miss Bess M. Young., Teacher. 

Pujiils in this class always accomplish a large amount of 
independent reading. They have a Book Club with the 
simplest possible organization and the meetings are almost 
entirely managed by the children. All pupils (with a little 
well-directed effort) may qualify for membership and at the 
time the meeting here described took place all members of 
the class were also members of the club. 

l^he only officer is a president or chairman whose term of 
office ranges from one to four weeks. There is a class libra¬ 
rian, but he is not a club officer. The librarian is expected 
to appoint committees from time to time to perform certain 
duties. The president is elected by the simple process of 
nominations from the floor to the number of three, followed 
by a rising vote on these names taken in their order. The 
one having the largest number of 'rotes is elected. The 
qualifications of a good chairman have often been discussed, 

and most of the children are anxious to demonstrate these 

• 

qualities in order to serve at some time during the year. 
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The teaclier’s purposes in encouraging the club are: 

1. To stimulate extensive reading of a variety of good books. 

2. To aid in developing a discriminating taste. 

3. To stimulate the weaker children to work hard on other read¬ 
ing exereijses in order to be eligible for membership. 

4. To provide a very vital situation calling for a certain amount 
of audience reading. 

5. To provide occasions for good organization of “speeches” and 

good delivery of the same. (Oral English.) 

The children’s main satisfactions seem to be found: 

1. In the pleasure derived from a club organization with its at¬ 
tendant business. 

2. In getting practical suggestions for selection of books for their 
personal libraries. 

3. In the oppt)rtunity to borrow l)Ooks. 

4. In delivering their speeches and listening to entertaining 
reading. 

5. In seeing the classroom library grow partly through their own 
effort. 

The writer attended a club meeting in February, 1924, at 
which time the children w'ere endeavoring to ‘‘take stock” 
as to what they had read the first half-year. They reported 
books read, gave some estimate of favorite books, recom¬ 
mended certain ones to the entire class and others to jiar- 
ticular classmates, and engaged to pick out five books which 
they felt every child in the class should read o’lring the year. 

The children took their places at the front of the room 

occupying chairs arranged in a close circle. The teacher sat 

witli the children and the president stood most of the time. 

» 

George F. (the president, addressing the librarian); “Jimmie,do 
you want to say anything alK)iit the library.'*” 

Jimmie: “Yes, I think some people are careless alxiut putting 
labels back on when they come off. And maybe we could find a 
better way to make out our slips.” 

George F. : “ I want to suggest that when a label comes off a book, 
you take a litfle paste or glue and stick it back on. It will make a 
lot of trouble if you don’t.” ' 
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Several children began to talk at once and the chairman 
called them to order. He then recognized Dick and gave 
him the floor. 

Dick: “Don’t yon think it would be a good idea to write the 
niiml)ers inside the books?” 

(TTiis proposition was discussed; there was a difference of 
opinion; Miss Young spoke of the advantages of tlie plan; a 
boy called “Question”; and it was voted by a showing of 
hands to put numbers inside books, in pencil.) 

Audrey: “I’d like to know if we are going to have committees 
appointed.” 

Miss Young: “Jack will attend to that matter later.” 

George F.: “In order to make a choice list, we must know which 
books you have read you like the very best. If you recommend a 
book for everybody to read. Miss Young is going to write the name 
of it on tlie blackboard. Who is ready to report? —Nat.” 

Nat: “The best book I’ve read lately is by Leander Keyser. It’s . 
called Our Bird Comrades. He tohl how to tell the birds by Uieir 
color and .shape. He told not only about birds’ habits, but al)Out 
his own interesting experiences with birds.” 

Miss Young: “Would that l)ook l)e interesting to every one in 
the class?” 

Nat: “To those that are fond of nature, it would,” 

hilly: “I’ve just finished The Quest of the Golden Fleece, byPa- 
draic Colum. Among the other stories is a fine one which I espe¬ 
cially liked about how' Theseus killed the Minotaur. Any one that 
likes Greek stories w'ill like this book. I’m sure.” 

George F.: “Billy, do you recommend that book for the whole 
class? ” 

Billy: “Yes. I do.” 

(Miss Young wrote title on blackboard.) 

hoykie: “I’ve iKNen reading a book of Greek stories too. It’s 
Kingsley’s Greek Heroes — all about Perseus and the Argonauts, 
and Theseus. I think it’s fine and I recommend it to every one 
who likes exciting stories. I know the boys will enjoy it.” 

•i- 

(Miss Young added this title.) 

^ A 
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Audrey: “A book that I like very much is Sc’udder’s Book of 
Legends. I chose it because it has a numlwr of short stories and I 
wanted to find something good to read out loml. I tliink Jimmie 
and John and Dick would like it.*’ 

George F.: “Is any one else ready to report? — Eleanor.” 

Eleanor: “1 enjoyed Sarah L'rewe more than any other book I’ve 
read this year.’’ 

(Eleanor gave a brief account of certain incidents she 
especially liked.) 

Miss Young: “Some oilier people have been reailingiSara/i Creive. 
Perhaps they might like to say soinelhiiig about it.’’ 


(The chairman then called on Jaqueline, who added other 
interesting points.) 

Jimmie: “The book I like best of all is Pyle’s King Arthur. I 
think everybody would like it. It's about kings and knights and 
ladies in old Knglaiul. .Suiiie of tlie class might not be able to read 
it this year. It isn’t easy reailing.” 

Dick: “When did the author live? I mean is he living now?” 


A short discussion followed about new versions or new 
editions of old tales. Miss Young joined in this and the 
children mentioned several examples, such as Bohinson 
Crusoe (Baldwin edition) and various editions of Bobin 
Hood. 


Jaqudine: **I want to recommenil Bohin TIoo^' I think t'very 
one would like it, especially any one who likes stcries of long ago.” 

Eleanor: “When I w^as out of school I reail Litllr lord Fauntleroy. 
That is, I read part t»f it and my mother read part of it to me. I 
didn’t like the grandfather very much ^because he didn’t treat 
Cedric and his mother very w'ell, but in the end he wasn’t so bad.” 

George N.: “There is something else interesting about Lord 
Fauntleroy; that is, his visits to Mr. Hobbs and their amusing talk.” 

Jack: “One of the most entertaining books I ever read is Dr. 
DoliUle^s Post-Office. I like his imaginary words, and il’.s so excit¬ 
ing all the time to see what is going to happen.” 

George F.; “That place in Dr. Doliltlc about trying to shave with- 
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out any water is funny. The mice run around trying to bring 
water in nutshells. There arc a lot of other amusing things, loo.” 

Mus Youyig (to Uic president): “You have just three minutes 
left.” 

Alice: “I move we vote for the next president.” 

George F.: “Are there any nominations?” 

A new president (Boykie) was duly elected, and he then 
proceeded to name a committee of four who were to make 
special preparation for a short oral reading period the next 
week. 

Mies Young: “May I make a suggestion? Shall we try now to 
make a list of five books which we think every person in the elass 
should read before the end of the year? Let us take that as a ques¬ 
tion to report on Monday.” 

Examination of the lists brought in by the class the follow¬ 
ing Monday shows the following recommendations. Title.s 
mentioned by less than four children are omitted: 

Four votes 

Robin Hood. Howartl Pyle. 

Five votes each 

The Quest of the Golden Fleece. Patiraic Colum. 

Little Ijord Fauntleroy. Prances H. Burnett. 

The Little Lame Prince. Dinah Miilock Oaik. 

The Story of Dr. Dolittle. Hugh Lofting. 

Six votes each 

Heidi. Johanna Spyri. 

Dr. Doliitle's Post-Office. Hugh Lofting. 

Seven votes 

The Voyages of Dr. Dolittle. Hugh Lofting. 

Nine votes 

The Burgess Books. (No partic?ular title spec*ified.) 

Ten votes 

Alice in Wonderland. Lewis Carroll. 
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Later in the term these children will be asked to judge 
again which of all the books they have read during the year 
should be marked (double-starred) ns the finest and best for 
the fourth grade in their own school. Their judgments and 
those of teachers and specialists will form the basis for select¬ 
ing about tweh'c choice books which all will be expected to 
read in this grade. 


QUESTIONS 

1. In what respects rloos the reading exercise first described fail 
to realize high social values? Show how the reading of Alice 
in Wonderland eould be made a truly .soeiai exiierience. 

2. Point out some desirable soeiai features in the second exercise 
described. 

3. How may helpful and reasonable standards for the soeiai 
organization of the school be dcrivetl? In what respe<!ts 
should they be similar to those in a good home? In what 
rcsjiccts will details be <liffcrcnt? 



CHAPTER VII 


COMMAND OF ORAL KNCILISH RtX^UIRF^S ITS ABUNDANT 
USE AS A SOCIAL INSTRUMENT 

There is no subject in the currieulum more obviously social 
ill intent and in possible content tJian the study of the 
rnotlier tongue or the tongue of one’s adopted country. The 
uses of reading, writing, and aritlimetic are more delayed in 
the lives of children, and tlierefore are not so apparent. In 
eonseipience, much skill is re(|uired on the part of teaeliers to 
launch these subjects successfully and secure effective im¬ 
petus for their pursuit; whereas most children, far from being 
beginners, are already quite advam;ed in speech control even 
when tliey start to kindergarten, since they have been mak¬ 
ing free and successful use of tlie art for some years. In¬ 
fluences offering strong impetus and direction to the further 
development and refinement of this art lie close at hand and 
teachers must go out of their way to avoid or nullify them. 
Children have had an enormous amount of practice in the 
art of language during the pre-school period, beginning in 
the cradle with cooing and babbling - the instinctive vocal 
play of infancy. They have benefited by much unconscious 
leaching, and perhaps most of those born of native parents 
have had some more or less direct help in the uses and forms 
of English speech as applied to everyday life. 

How DOES Language Power Grow in the Pre-School 

Period? 

Few of us stop to think how extensive is this acquisition 
on the part of normal children from average Americai homes 
by the time they are five or six years old, nor have we given 
inftify much thought to the contributing factors in the truly 
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remarkable pro^fress in language ability which most of them 
have made before starting to school. The facts connected 
with this successful learning ought to convey helpful impli¬ 
cations regarding successful teaching tJirough the more cou- 
scious processes of the school. 

We have available for this use numerous carefully made 
and exliaustive studies of the language abilities of individual 
children, and sexeral of these indicate clearly some of the 
dominant factors in the learning process. 

One interesting phase of Ihe subject is tJie sheer quantity 
of talk on the part of young children in the home. The 
actual count of this flow of speech is rather startling even to 
people who have lived very close to small chatterers. Bran¬ 
denburg ^ reports the number of different words used by his 
three-year-old daughter in one day as 85}); total number of 
words uttered by her in that day, ll,G2fl; number of sen¬ 
tences, 1873; number of interrogative sentences, 315. lie 
says: 

If any one has any <h)uhts as to the social tendency in children 
or its importance as a factor in language dcvelopincnt. the nuinher 
of words utteretl in a tlay by a normal child ought to he fairly con¬ 
vincing. G-sfwke, during this day of twelve hours and fifteen 

minutes, approximately nine hundred and fifty words per hour. 


Other features worth noting arc the very extensive vo¬ 
cabularies acquired by many young childrt * and the situa¬ 
tions which seem to favor such acquisition. In a study of 
the language ability of a precocious little girl, Mildred 
Langenbeck says tliat slic had a vocabulary of 0837 words 
at the age of five years. The list of words ihsed was compiled 
from her unaided talk, ‘‘gathennl chiefly while she played 


^ Braojl^nburg, G. C.: “The I.iangimge of a Three-Year-OM Ghild”; in 
Ped. iSem., vol. 22, p. 94. 

* Langenbeck, M.: “The Study of a Eive-Ycar-Old (.'hild”; in Ped. Sem^ 
vol. 22. 
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alone, talking incessantly to herself, to her dolls, and to im¬ 
aginary companions.” Further on in the article the writer 
says, “She is never content until she knows the exact name 
for every new thing and its every part.” 

The marked and immediate influence of environment and 
first-hand experience upon a child’s vocabulary is shown by 
a study made by Margaret M. Nice.* The little girl she ob¬ 
served had a rich out-of-door life, and after reaching the age 
of about four years a very large percentage of new words ac¬ 
quired by her have to do with experiences relating to plants, 
animals, landscape, sky, etc. The writer says: 

Words may have very different coiu'epts behind them according 
to one’s experience. A child who gets his language mainly frqin_ 
conversation with his elders, from playing with toys or lookii^ at 
books and listening to stories has a less vivid foundation for his 
words than the child who live.s with realities, with animats, plants 
and other children and has an opportunity to do things hims^f. 

Other studies have been made of the dominating motives 
which impel effort in leiirning to talk. Bohn- believes his 
child was more influenced by the desire for social relations 
and not so mucli by personal needs or the “sharp demand 
made by immediate environment.” He says: 

As time went on, words were used more and more to establish 
with those alK)ut her a common basis of understanding and en¬ 
joyment. ... 

It seems to me as clear as anything can be in this uncertain realm 
that the cliiM exerts ear and eye and vocal organs in order that 
it may enter into the social life of the wonderful giants with whom 
it lives. 

From sucli studies, as well as from our own less methudh 

^ Nif*e, M. M.: “The Development of a Child’s Vocabulary in Relation 
to Environment”; in Ped, Sem., vol. 22, p. 36. 

.^Bohn, William E.: “First Steps in Verbal Expression”; in Ped. Sem., 
vol. 21, p. 587. 
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cal and complete observations of children in the free life of 
the home, we can readily see that all of the [law s gover nin g 
the formation of habits have been strongly operative in 
building up language ability in the pre-school periodl 

Abun dant exercise is the most conspicuous element in the 
p roc ess. Children talk incessantly imless silence is imposed, 
and the impulse toward verbal expression is so strong that 
powerful counter-forces are usually necessary to induce in¬ 
hibition in a healthy, wide-awake child, as all wlio are ac¬ 
quainted with children can testify. Original nature gives 
such a pow’erful “set” or “drive” toward speech that mere 
exercise of the power gives satisfaction, and repression causes 
an noy ance or distress. After the earliest vocal play, the 
child uses speech in order to enter into more intimate rela 7 
tions with those about him and to fulfill his desires and ac- 
coniplish his practical purjroses. As these are the most 
fundamental and universal uses of language, the exercise he 
is getting is of a kind calculated to set up the bonds or con¬ 
nections most directly required in life. The force of the 
“drive” toward adequate and effect!v^e s[)eech is augmented 
if adults really misunderstand a child’s imperfect speech, or 
if they are disposed to withhold what is desired until he has 
done his best to express himself verbally. Thus the law of 
effect is constantly operative. This law says that responses 
whi^i bring pleasure or satisfaction are moi > likely to recur 
than those which are accompanied by dissatisfaction or an¬ 
noyance. Therefore steady improvement is made through 
effort to realize desired ends and in response to the mani¬ 
fested approval and disapproval of older people. 

Brea dth of experience as well as abundant practice of the 
right kmd is shown to be very important in developing lan¬ 
guage ability. Every new object calls for a name and for 
descriptive words; every new situation and relation carries 
with it appropriate verbal connections. It is a fact so well 
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Fia. 15. (!!oRNEii OF First-Ckade Rcwm, Horace Mann School, 
Di’itiNc; Qi'iET AVohk Time 

In backifruuncl, .sliifio built uf IIill fbxir ItliK-kx, nirtnin mixlc and deouratcd by children 

A pla,Y is lu be given soon for the mothers. 


known as scarcely to need nieiilion that children who are in 
conjlti^nt association witli superior grown people, and who 
therefore see, experience, and talk about things and events 
whicli would not ordinarily be in their range, usually develop 
rapidly in verbal expression; and tlie meager language equip¬ 
ment and mute condition of little ones who have lived long 
in an orphanage of the old type have been often remarked. 
These little prisoners liave not seen, felt, touched, tasted, 
heard, or thought one tenth as much as have their more 
favored brothers and sisters, and of the impoverished life 
which surrounds them they are silent, dull witnesses rather 
than responsible and responsive participants. In the latter 
case, too, the absence of close personal contact with superior 
adults involves, of course, an immeasurable loss. 

As Dewey ^ has pointed out, few people can be fluent re¬ 
garding things and processes to which they are relative 

* Dewey, J. W.: How We Thinks chap, xiii, p. 181. 
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strangers; and even the notoriously voluble and shallow per¬ 
son usually lias to yield the floor to the acknowledged exp^ 
in a given line. My friend has a new electric washing ma¬ 
chine which she displays to me, and which seems interesting 
and rather simple. I go home after seeing it and try to tell 
my family about it, with rather poor success. I did not see 
it in operation, much less did 1 handle it, and I find I cannot 
command the language needed for description because lam 
not really acquainted with the macliiiic. My friend comes 
in another day, and, because she has operated it successfully, 
knows all the parts and their functions, and is enthusiastic 
about her new acquisition, she interests and satisfies every 
one who hears her tell of it. 

My eight-year-old neighbor can talk much more effectively 
and entertainingly about airplanes than I can. Through his 
lively interest in everything pertaining to aviation, visits to 
aerodromes, talks with mechanicians and aviators, and ex¬ 
amination of every illustration and design he sees, he has a 
knowledge of the subject and a command of the required 
nomenclature and terminology far superior to mine. 

Tliis natural, spontaneous use of language for genuine and 
immediate social and practical purposes results in an ability 
which functions readily in varied situations, provided ade¬ 
quate means are used to improve standanls. There is no 
si^stitute for this sort of exercise. 

What has the School Offered as a Substitute? 

History shows that Pestalozzi, Froebel, and many of their* 
successors in the kindergarten and primary school, as well as 
Madame Montessori, the latest propounder of a system of 
childhood education, have all tried to build up language 
ability through a more formal methodology. The old type 
oi kindergarten emphasized the importance of having young 
children acquire such terms as sphere^ cylinder^ cube, cone. 
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comert angle, edge, triangle, circle, obtuse, etc. As terms used 
in strictly dictated directions for placing blocks and folding 
paper, an artificial importance was attached to them in the 
kindergarten, but they sank into relative insignificance and 
disuse in life outside of school. Tiny children, who could 
not tell their father’s name or distinguish between such com¬ 
mon words as plate and saucer, were drilled in mathematical 
terms through what was called play. In justice to the old-, 
fashioned kindergarten, it should be said, how'ever, that 
through excursions, conversation, stories, pictures, and the 
introduction of many concrete exj)eriences of value, a more 
effective ami serviceable training in language was going on 
at the same time. 

In the interests of an enlarged and sup[)oscdly wwkable 
vocabulary, Madame Montessori^ likewise urges that a 
considerable number of the terms connected with her very 
extensive geometrical apparatus be taught to cpiite young 
children. She says; 

When the child show’s that ho can with security distinguish bc- 
tw'e(*n the forms of the plane gi*oim*tric insets, the dirwtress may 
begin tlie Ic.ssons in nomenclature. She should begin wdth two 
strongly contrasted forms, as the sciuare and the circle, and shoidd 
follow the usual mctluxl, using the three periods of Seguin, We <lo 
not teach all the names relative to the geometric figures, giving 
only those of the most familiar forms, such as square, circle, rec¬ 
tangle, triangh', oval. . . . 

Why sln)uld we consider it premature to teach the cMld the 
words circle, square, oval, when in his home he repeatedly hears 
the word round iistsl in connection with plates, etc.? He will hear 
his parents speak of the square table, the oval table, etc., and tlie.se 
words in common use wdll remain for a long time confused in his 
mind and in his speech if we do not interpose such help as that we 
give in the teaching of forms. 

The children in the neighborhood of the school for which 
this recommendation was made will have very little use for 

i Montessori, Maria: The Montessori Method, pp. 234-37. F. A. Stokes. 
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the terms ovaU rectayigle, triangle, etc., for many years to 
come, and arj?ument for teaching; geometrical terms cannot 
be soundly based on the claim that such knowledge is needed 
to save young children from embarrassment and confusion 
when their elders are talking. ijA vocabulary of this sort 
is of very small importance as compared with one evolved 
from or connected with vital environmental experiencej In 
fairness to Montessori’s entire sclienjc, it should be said that 
provision is made for a good deal of oral exi)ression in other 
and more vital connwtions. 

The American primary scliool has shown a decided tend¬ 
ency to neglect the functional use of language in favor of 
formal drill. Arnj)le evidence of this will be given in the 
next chapter. The earlier nature-study work was replete 
with attempts to teach the distinctive meanings of such 
words as opaque, iramtlucent, truncated, dentate, nerrate, etc., 
in connection w'ith observations of isolated objects. Such 
lessons w^ere inspired by tlie fallacy that one could by such 
means develop in the children a geiuTal {)ower of observation 
and at the same time increase their active vocabulary. Be¬ 
yond the lessons in which such words were taught, it is 
probable that the children did not employ them in oral 
speech until many years later, if at all. The rapidity and 
certainty with which the average person incorporates tech¬ 
nical terms into his active vocabulary depend upon the vigor 
with which they were first impressed upon him and the fre¬ 
quency with which situations arise where he cannot con¬ 
veniently avoid their use. I was grown before I felt abso¬ 
lutely certain of the distinction between warp and woof. 
Little children who are weaving soon apply these terms as 
readily and correctly as they do blue and red. The boy 
possessor of an electric battery quickly learns the difference 
between positive and negative in that connection, and children 
well prepared to stage an Indian play do not call a tepee an 
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ifjloo. The vocabulary of the normal child will grow just as 
rapidly as vital situations are presented in which participa¬ 
tion requires that he learn to employ new terms with preci¬ 
sion and accuracy. In this connection, printed matter and 
pictures are better than nothing, but they are a poor substi¬ 
tute for overt action, first-hand experience, and associated, 
purposeful speech. 

WlIAT MAY BK ExI'ECTED FROM THE UsE OP LANGUAGE 

Games.?* 

Much dependence is being placed upon so-called “lan¬ 
guage games” to establish certain desired speech habits. 
Rei)orts from hundreds of primary teachers and examination 
of many textbooks, manuscripts, and magazine articles go to 
prove liow popular is this mode of language teaching. Sucli 
exercises always call for m\icli repetition of some phrase, 
sentence, or part of speech, and effort is made to give such 
practice a playful form in order to arouse and liold attention. 
Responses are often called for in chorus, and tliese games 
seldom demand a high degree of consciousness on the part of 
the children. At their worst, the effect of the mere unthink¬ 
ing repetition required is almost hypnotic. Reliance on 
drill of this kind assuredly counts too much upon one factor 
alone in the law of exercise — that of sheer repetition, and 
not enough upon the equally important correlative require¬ 
ments that this repetition shall set up the right bonds or 
neurone connections and in the right order. 

Examination and tests of these games show thfit many of 
them are calculated to .set up bonds (build habits) wliich 
will never operate outside the particular class exercise under 
consideration. Others are of such nature that if by any 
miracle of psychological experience the speech habits aimed 
at should transfer over to everyday life, listeners would gaze 
aMhe speaker so trained as one from a strange and foreign 



ORAL ENGLISH A SOCIAL INSTRUMENT 


153 


land where English had undergone weird transformations. 
The following example illustrates both of these points: 

To leach It it I, It is not /. Game for first ami second grade. 

Teacher. “Let us play wc are going to have a party. Shall we 
get the refre.shinents ready? We ought to try to have things that 
every one likes.'’ 

Teacher. “Who is it that like.s chocolate cake.^” 

The children answer in concert according to their taste, “It is I"; 
or, “It is not I.” 

Teacher. “Who is it tJiat likes oranges?” 

Again children reply in concert, “It is I”; “It is not I.” 

Other items are presented by the teacher in the same 
manner. 

Then the time for serving the imaginary refreshments 
arrives. 

Teacher. “Who is it that wishes chocolate cake?” 

Children reply, “It is 1”; “It is not 1.” 

Each item is “served” in the same way until the teacher 
declares that the pfirtj" is over. 

The .situation around which this exercise is built is so un¬ 
like any natural life experience that there is not the slightest 
chance that the form “It is I” will transfer over, even 
though the children repeat the expression in this game a 
thousand times. And if it should carry over, how aghast we 
should be at the result! Does the host say to guests at his 
table, “Who is it that like.s the white meat?” “Who is it 
that likes the dark meat?” And do the guests reply, “It 
is I”; “It is not I”? 

T^ phrases are perhaps grammatically correct, but they’’ 
are socially entirely incorrect and absurd in the setting 
^ven. Yet the only possible occasion for their u.se would 
be social, and even this exercise attempts vainly to give a 
social setting. Such attempts are like sharpening a poor 
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tool which will never be used, instead of treating language 
as a genuine social instrument to be employed so often, so 
naturally, and in such varied situations in school as to be 
made ready and adequate for expanding uses outside of 
school. 

Another game intended to make habitual the phrase “It 
is I ’’ is conducted as follows: One child in the room closes his 


eyes. Another child, silently chosen, leaves the room and 
shuts the door. He then raps on the door, and the one 
whose eyes are closed calls out, “ Wlio is there? “ The other 
is expected to reply, “It is I.” Question and answer are 
repeated until the listening child judges from the voice who 
is rapping. As sometimes played, a wrong guess, as, for 
example, Charles^ brings the response in chorus from the rest 


of the class, “No, it isn’t (’harles”; 


or, if the teacher wishes 


small children to be prigs in the use of English, she tries to 
train them to say, “No, it is not he.” 


'I’his play situation is much more like real life than the 
first described, the usage employed (exclusive of the last 
alteniative phrase cited) is more like the common speech of 
educated people about us, and therefore the chances are 
better that such drill will tend to establish connections 


which will be “touched off” and bring the desired response 
should a similar situation naturally arise. But what is the 
relative importance of forming the habit of saying “It is I,” 
“It is not I,” at this age as compared with other speech 
habits? A considerable number of primary pupils in the 
schools of this country are at a stage where really gross errors 
are common among them, yet through such exercises as 
those described they are being drilled on refinements of 
speecli involving delicate distinctions between shall and wUl^ 
should and would^ and the fixation of a usage so infrequently 


called for as, “ If it should not he they.'* 

•Many of these devices employ terms so unnatural, so un- 
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common, that extensive preliminary drill on the required 
forms is necessary before children can be counted upon to 
respond according to the rules of the “game.” Perfectly 
correct and generally acceptable phrases must be suppressed 
because they do not hapi^en to be the forms demanded in a 
given exercise. In other words, pupils must be drilled upon 
how to go through a certain drill. The “ party ” lesson illus¬ 
trates this point. Another example is found in the exercise 
sometimes called The Fairy s Touch. One child is chosen to 
be the “fairy.” The others close their eyes. The “fairy” 
runs lightly about the room touching other children here and 
there. At a signal, eyes are opened, and one of the number 
questions thus: “James, was it you the fairy touched?” 
James must reply, “No, it was not I”; or, “Yes, it was I.” 
As usually performed, this question is put to every child in 
the class until all have answered. The natural query would 
be, “James, did the fairy touch you?” and the commonly 
accepted reply would be, either “No, Mary”; “No, Miss 
Brown ”; or, “No, she didn’t touch me.” But if these forms 
were permitted, the desired practice would be defeated; 
therefore, they must be suppressed. 

If children must learn to suppress perfectly correct as well 
as grossly incorrect forms of speech, when and how are they 
to learn the difference? May not this sort of su])pression 
and substitution retard rather than aid in tl*'' development 
of ready, natural, and pleasing speech in everyday life? 

Honest answers based upon thoughtful consideration of 
the following questions would prevent much of this sort of 
waste in time and energy: • 

1. Considering the maturity and advancement of these particu¬ 
lar children, is the error involved a glaring one? 

3. Is the sub.stitute form socially as well as grammatically cor¬ 
rect? 

3. Is the substitute form stilted and bookish or is it good hlio- 
matic English? 
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4. Is the eorreipotidcnce b^ween the dril) situation arid daily 
life sufficiently close to warrant belief that the habit formed 
will conic into play in real conversation and genuine expres¬ 
sion of ideas? 

5. Could tile habit be established more economically and surely 
by increasing the opportunities for purposeful, natural use of 
language combined witli friendly criticism? 


Variety in Practice is Needed 

Practice in oral English should be as varied as possible 
because life’s uses are varied. We speak of certain individu¬ 
als as “natural-born talkers,” and it is true that individual 
differences are great in this ability as in all others, but two 
people having apparently equal verbal facility may not ac¬ 
quit themselves ecpially well in like situations. To a con¬ 
siderable extent, mastery in this realm as elsewhere is .spe¬ 
cific. One may be a good .soap-box orator and a poor con¬ 
versationalist at a dinner party, and vice verm. On this 
point O’Shea ^ makes an apt and forcible statement when he 
says, “A man is effective lingiii.stically in those situations 

and*only those in which he has often been placet!, in reaction 
1 ^ . 

upon which he has been constantly urged by force of circum¬ 
stances, to express himself readily and to the point.” 

In the light of this principle, we .should be careful not to 
overwork or jnit too great reliance upon story-reproduct ion, 
dramatization, or any other single means of securing practice 
in speaking, no matter how admirable the exercise may seem 
in itself. It is certain to be one-sided and inadequate for 
training in pleasing, and childlike speech in the many and 
varied occasions w^hich daily life presents. Memorization'of 
a story verbatim and its subst*quent reproduction are less 
likely to influence a child’s spee<‘h habits than is the frequent 
telling of the story for pleasure, without exact memorization, 

^ M. V. 0‘S1k'u: LinguiMic Datdopthc^ and Education, p. 2S4. The 
MacmUlau Co. 




[G. 16. First Scene i.x the Flat ^Pairyfoot.*' Training School San Jos;^ State Teachers ColiiEge 

play was adapted by the chi]dreD%t the First. Seceoad, and Third Grades from a stoiy by Frances Browne. This scene, *‘ln the 
Palace Home of Fairyfoot in ^umpingbame,” waa^vcloped and acted by the Second Grade. 
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but with the aid of sympathetic criticism. H is in summon¬ 
ing ideas, arranging and organizing them, and finding suit¬ 
able words in which to express them that the fullest exercise 
consists. 

The only way to secure practice in oral English which will 
be adequate from the standpoint of quantity, variety, and 
conformity to correct and natural usage is to ha\'c the work 
of the class and the school so arranged that there shall be 
ample opportunity for free exi)ression in connection with 
all kinds of interesting and intrinsically valuable activities. 
Things must be going on that are worth talking about, and 
to this end the school must help to establish wider contacts 
with the best wliich the environment offers. Pupils will dis¬ 
cuss with the teacher plans for grouj) projects of all kinds, 
(nmmittces will meet and report regarding various under¬ 
takings, such as dramatic performances, proposed assembly 
participation, or club affairs. They will compose “ speeches 
and practice them for more formal oc'casions, such as acting 
as emissaries to other rooms to make announcements or 
extend invitations, making reports on interesting experi¬ 
ences which all have not enjoyed, or imparting needed in¬ 
formation. They will prepare dialogues for puppet shows, 
and will talk freely about what they read. Nothing can 
take the place of such informal and semi-formal intercourse. 
School life of this type approximates in linguistic oppor¬ 
tunity a full, rich, natural community life, and offers in addi¬ 
tion the aid of an alert teacher ready to note the stage of 
progress attained by the pupils and competent to help them 
to improve. In what other way c^n she really know their 
language needs and furnish the necessary assistance? 

Wlien the teacher has discovered that certain incorrect 
forms are common, the children can be made conscious of 
them by degrees, and then some drill exercises (perhaps at 
tiTnes a few of tlie best language games) may be used with 
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good effect. Children will work hard and in fine spirit to 
eliminate certain errors if the general atmosphere of the 
room is encouraging and if there are many occasions where 
they are ambitious to speak well. Successful tefichers work 
on a few of the most serious and most common errors at a 


time. A definite goal is set to eliminate certain errors in 
a given year. In some localities, a first- or second-grade 
teacher might feel well content if, out of a multitude of gross 
mistakes, the majority of her pupils learn to avoid «mV, / 
seen, have saw, and v^e w(U{. An inspiring and fun-loving 
teacher can enlist the effort of her class by making an in¬ 
formal and casual game out of “Shutting the schoolroom 
door on Ain't.*^ “Let’s see if we can keep him out of our 
room this week.” “Did get in?” “Who let him in?” 
“He will fpllow you to school as long as you will allow him 
to,” etc. Good-natured checking of this kind continues, but 
is never allowed to become nagging. The spirit of good- 
fellowship and cooperation must be maintained. One after 
another, other “ragged fellows,” I seen. We was, etc., are 
dealt with and not allowed to show their heads. 


Have not the more sympathetic teachers of young children 
been too afraid of introducing the conscious element in cor¬ 


rection? There has been a disposition on their part to de¬ 
pend almost entirely on indirect correction and unconscious 
imitation. The latter methods can hardly b-* relied upon to 
break up a fixed habit wliich outside influences tend con¬ 
stantly to dcej)en. Conscious effort and well-tlirected d.esire 
must come in as factors at some stage. May they not be 
used to advantage as early as first grjule? 


Over-Pedantk’ Requirements Defeat More 
Imi'Ortant Ends 

The propriety of any given response should be detennined 
by the situation and not by arbitrary edict. To say that 
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children should always speak in complete sentences is to say 
that they should speak in a manner different from that which 
is habitual among educated adults. In discussing this ques¬ 
tion with classes composed of primary teachers and school 
principals, the writer has frequently found them using in¬ 
complete sentences in the very act of arguing that young 
pupils should not be i)crmitted to do so. 'I'he pedantry of 
the demand when apj)licd to all .schoolroom situations will be 
.seen if one listens to ordinary, polite interchange among 
acquaintances or reads the conversation in a well-written 
modern novel or i)lay. To require that children shall al¬ 
ways ri.se, step into the aisle, take a certain posture, and 
refrain from touching any ob ject while speaking is, again, to 
lay down .strictures whicli would kill any meeting of adults 
as.semblcd for interchange of ideas. Alembers of college 
clas.ses in Primary Education have been known to insist 
tipon such regulations for children, themselves carrying 
on the argument while comfortably seated, ^yhy make a 
fetish in school of forms which elsewhere in life are merely 
made to serve a useful purpose? 

[Tins does not mean that slipshod, careless, inadequate ex¬ 
pression, slouchy posture, and di.scourteous demeanor should 
be allowed to pass uniioticed and become liabituall The 
virtue of the complete .sentence is that it conveys a complete 
meaning to some one who is listening. The incomplete 
sentence does not always do this. Except in lively^iuid 
intimate interchange, complete sentences will usually be 
needed in order to make one’s meaning clear. The .so cia l, 
sitjjiatiim. should determine posture also. A certain position 
when addressing others fits one occasion and does not fit 
another. The wi.se teacher leads the children to sec this 
early in the year, and helps them to make habitual those 
responses which contribute best to tlie pleasure, comfort, 
and profit of all. 
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Many of the improvements widely advocated to-day for 
the primary school ha\'e to wait on appropriations for furni¬ 
ture, materials, reduced number of pupils per teacher, in¬ 
creased space, or other physical changes beyond the control 
of principal or teacher. But a fair a])))roxiniation of the 
puri>oseful work in language here suggested can be attained 
in any school where conditions are halfway right. For the 
children have their tongues. They are also endoweil by 
nature with curiosity, with inquiring minds, so that speakers 
and audience are alw^ays ready for anything that appeals to 
childish interest. A school that is at all alive calls for much 
discussion of w’orth-while things. The activities may of 
necessity be more meager, less suggestive, than could be 
desired while we await more generous provision for the low'er 
grades, but purposeful, varied, and eager expression through 
language can nevertheless he abundantly called forth unless 
the teacher is bound to a different course by oppressive 
authority. 


QUESTIONS 

1. What are some of the factors that influence the growth of 
language in the pre-.sehool period? Compare with these 
the opportunities for language growth in the ea.se of iiusli- 
tution children. 

2. Di.scu.ss the metliod.s used by the old-fashioned kindergarten 
to enlarge the chil<rs \'ocal>ulary. 

3. What specific conditions may the school l. rnish which will 
favor growth in language? 

4. Why do the .so-called “languag<* games” fail to eslahlish <’er- 
tain required sj)ei‘(*li habits? 

.'5. What .should be the l)a.sis upon wliioli the teacher .selects the 
])articular errors to he worked upon? 

What arc .some of the recpiiremcnls often insiste<l upon during 
the oral English periods that are not used outside of school? 
In a given classroom what should determine the form of pro¬ 
cedure? 



CHAPTER VITI 


TO WHAT EX'l'ENT IS ORAL LANGUAGE ALLOWED TO 
FUNCTION IN PRIMARY GRADES ? 

The fiinciion of language is to enable us to communicate 
for pra<!tical and social ends. In theory our scliools have 
largely accepted this social viewpoint as regards the mastery 
of language. We liave been told for many years that it is 
the duty of tlie primary school to make tlie language work 
function in the daily life of the children; that the best way 
to make growth more certain and rapid is to provide abun¬ 
dant opportunity for natural, easy speech. The following 
passages, taken almost at random from courses of study of 
ten or a dozen cities, show the prevalent theory. 

Teachers in primary grades should seek to create the language 
environineiil of a cultivated home. 

The mechanics of language should be subordinated to tlie pupil’s 
thought and feeling. 

The chief object of the language work of the first grade is to train 
the pupils to talk freely and connectedly about things and events 
that enter into their lives. 

A part of the language work should consist of simple conversa¬ 
tions which should be as free as pos.sible. 

One of the aims of oral instruction and language is free expres¬ 
sion. 

The language of the first grade should be largely oral and pupils 
should be encouraged to talk freely. 

Provide a natural social atmosphere and encourage the children 
to talk freely about affairs that interest them. 

All investigation made in 1916-17 ^ shows common prac- 

^ Moore, Annie E.: ‘‘A Quantitative Study of Oral English in the 
Priinary Grades”; in Teachers College Record^ May, 1919. 
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tice greatly at variance with this theory. Visits, lasting 
from two to three hours each, were made in one hundred and 
twenty-seven different first-grade classrooms in twelve cities 
widely distributed over the comitry, for the purpose of 
finding out just what sort of language work was going on 
in representative schools. The specific question was, “To 
what extent is free oral expression permitted in the lower 
grades?’* The term “free” was not meant to cover mere 
chatter at rest periods, intermissions, etc. It was intended 
to designate the natural, purposeful use of language distin¬ 
guished from set exercise or formal drill as it occurred during 
the regular program. The observers were seeking oral ex¬ 
pression whicli appeared to measure up to the standards pre¬ 
sented in the courses of study just quoted. These quota¬ 
tions are taken from published curricula of the .schools 
investigated. 

I'he only types of oral expression excluded from the count 
were: Reading, when carried on without discus.sion or com¬ 
ment; memorized .selections; dramatization, when emet 
words of text w^ere required; phonic work and drill exercises 
demanding exact phraseology. Some of the types sought 
and recorded as “free” were: Class discussion; natural con¬ 
versation about subjects of interest; dramatization in which 
pupils had some opportunity to .shape the dialogue; story 
reproduction as distinguished from pure mc'^uorization; and 
any spontaneous remarks or questions of pupils in relation 
to various activities. 

It was at first intended to have extensive ob.servations 
made in the first three grades, but not enough assistance 
could be secured to accomplish this, so it was decided to ob¬ 
serve in first grades only. It wiis thought that the policy 
governing upper primary was not likely to be more liberal 
than that controlling the youngest children — recent en¬ 
trants from kindergarten and home. 
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Some of the most striking discoveries briefly stated were 
as follows: 

In City No. 11, nineteen and a half hours were spent in ten 
classrooms, about two hours in each room. In all this time, 
only five minutes were occupied by oral expression which 
could by the most liberal interpretation be called free and 
natural. With this exception all the time in all the rooms 
visited was devoted to exercises in which the children were 
required to speak in a rigidly limited manner or to be ab¬ 
solutely silent. 

In another city, twenty-nine hours spent in thirteen 
rooms discovered a total of thirty-three minutes of free ex¬ 
pression. 

The most liberal practice in this regard was found in City 
No. 10, whereabout sixteen hours spent in eight rooms showed 
the children engaged in activities permitting spontaneous, 
natural expression two and three (piarters hours, or seventeen 
and a half per cent of the time. Tables III, IV, and 
show the full results of observations in three different cities. 
Table III gives the facts for C’ity No. 11, where the least free 
expression was found; Table IV shows City No. 10, which 
permitted the gre.'itest amount; and Table V shows (’ity No. 
'i, which represents the median for the twelve cities studied. 

The full report ‘ gives the distribution of 127 observations 
in as many different classrooms according to the amount of 
free oral expression found in each. It shows that in 39 
rooms there was absolutely no such use of language; in 37 
rooms it occupied 5 minutes or less. Putting these two 
groups together, we see that in 76 out of 127 rooms there 
were 5 minutes or less of such exercise during the hours of 
observation. The median time devoted to this type of ex¬ 
pression in all rooms visited was less than 5 minutes out of 
2. hours plus. 

* Teachers College Record, May, 1019, p. 272. 
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Table III — Citv No. 11 



Rt)OMS 

Visited 

PuPIUS 

I*IIE8ENT 

Lenuth of 

flUSEBVATIOX 

(in hours) 

Free Oral 

FiXl'RESSIOX 
(in nlinute^) 

Ncmiikr op 

Who Spoke 


a 

;i.‘i 


1 

a 


b 

.S.'i 


1 

:i 


c 

ao 


i 

4 


d 


o 

0 

0 


e 

.so 

< 

0 

0 


f 

;i« 

U 

1 

4 


g 


li 

] 



h 

40 


1 

0 


i 

.‘ii 

li 

0 

0 


j 

.‘17 

U 

0 

u 

Totals 

10 

.‘i.j.'j 

l!)i 

.0" 



a Twii of oiu* ix'r ront of IoIhI ol><*Rrv)ition tiiii«;. 

K.r])lanatwn. Ton rooms visited; .‘to.S eliildren observed; lolnl time spent 
in 10 rooms, lOj hours. In nil, 5 minute.s were f^iven to "froe, oral ex¬ 
pression,” which is two fifths of one per frnt of all observation time. In 
the 10 rooms combined, a total of children spoke in the manner de- 
scrilH;<i. In this city the first-^frade chihlren in .schools visited may lx; said 
to have been entirely silent except in formal drill. 

Tills investigation was made ahout seven years ago. 
More recent but inueli less extensive visits give evidence 
that practice is becoming more liberal in veral of tlie.se 
cities. In others, where the general level is still very low, 
individual .schools are following a much more liberal policy. 
There is good rea.son to believe that in at least five of the 
cities concerned, there are to-day, just as at this earlier date, 
thousands of young children who arc quite mute in .school 
except when they read orally or reply with great brevity in 
some .stereotyped drill lesson. 

That the restriction is not necessarily due to large classes 
may be seen from Table VI. This gives the average number 
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Table IV — City No. 10 


Totals 


Rooms 

VlMITKt* 

Pupils 

Phesknt 

Lexoth of 
Ohskhvation 
( in hours) 

Free Orai. 
Expression 
( in minutes) 

Number of 
P uPlIJi 
W'ho Spoke 

a 

24 

2 

25 

12 

b 

30 

2 

15 

15 

(! 

2(1 

2 

30 

18 

d 

31 

2 

20 

15 

e 

3(» 

12 

30 

20 

f 

32 

2 

30 

20 

K 

37 

2 

10 

30 

h 

42 

2 

5 

7 

8 

258 

1 

*''4, 

105« 

137 


Two iiii«i (liTt'c c|niirtiT.s lioiirs. or 17.5 [mt cviil of l<iL.il oWserv.ilion liin«‘. 


Kxplanatum. Kiglit rooms visitetl; 2.>S c'hildnm ol).scrve(l; total time 
spent in 8 rooms, I.*) hours, 45 minules. To free oral expression, 1G5 min- 
ute.s, or 2 hours, 45 ininutes, were ffiven, which is 17.5 per cent of the okser- 
vnlioii lime. 'Phis is the hi^he.st [jcreentage of time given to this type of 
expre.ssion in any of the cities studied. 


of children present in the twelve cities studied and the per¬ 
centage of time in each devoted to natural, purposive speech. 

It will be seen that (’ity No. 1, with an average attendance 
of 43, does better in the matter concerned than City No. 0 
with an average of 33, and far better than City No. 11 with 
an average of 35. (4)rapare also cities No. 8 and No. 9. 
The average attendance in the two is tlie same — 38. In 
No. 3, two per <*cnt of lime is used for “applied” language, 
and in No. 9, fourteen per cent of time is used in this way. 

Those who conducted this investigation found abundant 
proof that different practices were the result of different con¬ 
ceptions of education. It was evident that a certain policy 
controlled in any given system. In some there was a “con¬ 
spiracy of silence.” Children were evidently expected to 
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Exfilanalion. Thirtooii rnonis visittMl: 411 fhilrlroti nbscrveil; tdtal time 
.spent in 13 r(»oms, 31 hours, 55 niiniitcs. In ull, 9.5 ininuU‘.s wore ^iven to 
fret' oral expression, which i.s five per cent of observation time. This prac¬ 
tice represent.s the median for the twelve cities studied. 


Taule VI 

AvKUAOE NtTMBEll PEnCENTA(JE OF TiMK 


City of Pupit^ fo*' Fhek Oual. 

Present J 'eREswioN 

No. 1 . 43 .01) 

2 . 31 .05 

3 . 38 .02 

4 . 47 • .02^ 

5 . 35 .13 

6 . 33 .03 

7 . 34 .04 

8 . 30 . 051 

9 . 38 .14} 

10 . 32 .17} 

11 . 35 .004 

12 . -07} 
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f?row in language power entirely by listening to the teacher 
or by set drill exercises. In a few of tlie places observed, 
notably in cities No. 5 and No. 10, the children participated 
actively in a large part of the program. There was no more 
time set aside for language on the daily schedule in these 
schools than in the other systems, but there was a marked 
tendency to encourage the children to discuss what they 
were doing, to ask questions, to reply freely and fully, and to 
help make plans for various affairs of school life. Language 
functioned normally a considerable part of the day and the 
teachers had many opportunities to lielp the cliildren to 
improve. 

Is the introduction of a large amount of silent reading 
going to cut off almost the only opportunity wJiich children 
have in some schools to be articulate? In cities No. 2, 3, 4, 
0, 7, 8, and 11 (see Table VI), first-grade children were 
scarcely vocal at all e.xccpt when they read orally. Substi¬ 
tute in these cities certain kinds of silent-reading exercises in 
place of oral, and the cliildren will become mute indeed dur¬ 
ing school hours. In such exercises as the following they are 
not allowed to speak but must perform these futile illogical 
acts in perfect silence: 

Put the red box on the green mat. 

(lo to the girl by the door and touch her dress. 

Get a big block. Take it to the man by the window. 

If you are six years old, clap your hand.s and make a bow. 

If you have a sister in this school, come to me and shake hands 

Go to the lady in the back of the room. Tell her how tall you 
are, and ask her if she lives on First Street. 

Silent “stunts “ of this type should be used in moderation. 
If introduced to any extent in a non-English-speaking school 
population, then the opportunities for purposeful speech 
should be greatly increased in other ways. 

There is another kind of silent reading which not only 
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serves the particular purposes of building up efficient reading 
habits, but also provides a most profitable and developing 
type of oral expression. I refer to carefully supervised 
silent reading of worth-while material followed by or inter¬ 
spersed with pointed discussion calculated to reveal the 
depth and extent of meaning obtained. This kind of silent 
reading provides, far better than did the old-fashioned oral 
reading, for purposive, thoughtful, and somewhat original 
expression of ideas. It is one of the best means of furni.sh- 
ing immature children with a common body of interesting 
subject-matter for coin ersation. 

QUESTIONS 

1. If the point of view prcsente<l in passages quoted is sound, are 
the pupils observed in City No. 11 getting any effective train¬ 
ing in speech.’ 

2. You may find it interesting to compare tlie total number of 
children present in rooms observed in City No. 2 with the 
numl)er who actually spoke. Also the amount of time any 
child could have had if each child present had spoken even 
once. (Sec Table V.) City No. 2 is cited because it repre¬ 
sents median practice. 

3. City No. 10 did not have any more time allotted to language 
on the daily schedule for first grades than City No. 11. In 
what ways might one at'count for the great difference in the 
amount of free oral expre.ssion found in the two cities? 

4. Are the facts given in this chapter at all reprt sentative of any 
schools which you know? Have you ever u( ually timed the 
amount of different types of oral expression in a classroom? 



CHAPTER IX 


WHAT ARE THE CONTROLLIN(; FACTORS IN WRITTEN 

EXPRESSION ? 

It is a long step from the free, spontaneous speech of child¬ 
hood to the stage where ideas can be expressed clearly and 
pleasingly in written form. In racial development the art of 
writing is relatively modern. There is, therefore, no deep- 
seated tendency toward it established in the human organ¬ 
ism, no instinctive “readiness” which will serve to urge the 
individual forward as in the case of spoken language. We 
discussed in Chapter VII the strong, impelling forces in the 
acquisition of the latter art, forces so urgent, resting upon 
instincts so strong, that the young quickly acquire remark¬ 
able power without the aid of direct and conscious teaching. 

The expression “Art is long” truly applies to the mastery 
of all the skills involved in written language. In most 
schools, children make some beginning in the first or second 
grade, and if they go to college, they will still be studying 
English comix>sition in their second year, making about four¬ 
teen years in all. If they complete only the work of the 
elementary school, they will devote a good deal of time to 
written English for six or eight years and will, in most cases, 
graduate with a very imperfect mastery of the art. A com¬ 
paratively small but a highly important part of this course 
belongs in the primary years. The way the subject is begun, 
the habits that are fostered, and the standards that are set 
up will go far toward determining the success or failure of the 
later elementary course. 

What shall be the Approach to this Complex Art? 

We have again the old, insistent question of how to main¬ 
tain a balance between content and form, purpose and pro- 
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cess. This question is unusually urgent in the matter of 
written expression because two new and difficult skills ore 
involved, spelling and handwriting. 

Xhere is probably less real and evident need for writing in 
tlie daily life of most cliildren than there is for reading and 
arithmetic. There arc fewer situations which in and of 
themselves move the young to make an effort to write. Al¬ 
most all children 
pass through the 
“ scribble” stage, 
where their crude 
markings with a 
pencil may mean 
anything or no¬ 
thing, but the 
scribble is much 
more likely to be 
an attempt at a 
picture than an 
imitation of writ¬ 
ing. Very early, 
however, bright 
children,who fre- _ 

.1 . r lo. 17. Spontaneotis Attempt OF A FouR-YEAn- 
quently see tlieir Old to Wbitk 

elders writing .She is trying to express something and < hs her effort a poem 

letters, get the 

idea of sending messages to loved ones at a distance and 
they begin to try to communicate in that way. Many 
times an observing child wlio cannot read or write a word 
will succeed in producing an excellent imitation of a letter, 
using a scribble not unlike writing, in fairly straight lines, 
and sometimes even having the broken effect of a suc¬ 
cession of words. Such children can usually tell you what 
they have written. With a happy, care-free gesture, ig- 
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norance for a brief time rids itself of all the bother of spell < 
ing and penmanship and “writes” freely and fluently. (See 
Figs. 17 and 18.) Other children accept very early the 
demands of spelling, fall back upon straight-line printing as 
a medium, and by dint of pursuing their elders to spell 
words for them produce little letters which function, at least 
when the recii)ient is a fond relative. Such a letter printed 
by a five-year-old is shown in Fig. 19. 

ru] Wntth^. 


Fig. 18. Spontan*»us Attemptof a Foitr-Year-Old to Write 

Sbe oallii her cfTort n letter iind .<iueeeeds in producing the general appearance 

of writing. 

This desire to communicate is, of course, the great funda¬ 
mental one in writing. Ancient man wanted to communi¬ 
cate with his fellows when separated from them by space, 
and gradually evolved a system of symbols by which, on 
wood and stone, on skin and papyrus, he could send his 
message. He wanted also to reach those separated from 
him by time, and he cut, carved, and drew these symbols 
on The most permanent material available, recording event 
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and circumstance which he deemed important. Fancy was 
sometimes mixed with fact in these ancient records, and thus 
the creative instinct found expression throuf?li j^raphic art. 

We have gone far since primitive times in the how of 
writing, but the why remains the same; we desire to com¬ 
municate, to record, or to create. Tlie average person is 
moved by the first two needs or desires far oftener tlian 


Fig. 19. Letter of a Five-Year-Old Kindergarten Child 

Most of tbe wordfi spelled by an older person. 
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by the third. In fact, many well-educated people live to 
respected old age and never really create anything in the 
medium of language. 

Since Purpose is an Essential, Factor in Whiiten 

Expression, What Oujectives are most Significant 

FOR Children? 

In an effort to get a rough estimate of the most common 
everyday uses of written language, several large groups of 
graduate students have been asked to enumerate them ac¬ 
cording to their own judgment. They were directed to dis¬ 
regard their written work as university students and all 
special professional work, such as that of teachers, lawyers, 
and preachers, an^l to confine themselves to uses for writing 
which they found in their own personal, so<*ial, and business 
relations. These uses or needs were to he listed as nearly as 
possible in the order of frequency, putting first those be¬ 
lieved to be most frequently recurrent, and last, those which 
seldom arise. These lists were prepared in class without 
previous warning. Those participating were given only 
about ten minutes in which to think, the object being to pre¬ 
vent them from searching their minds for the infrequent and 
unusual. Almost all of these lists contain the first seven 
items in the sample given below. Comparatively few of 
them include the last three items. The order in which these 
items appear closely approximated in most cases that of the 
sample. Letters and memoranda invariably came first, while 
cojyying and reproducingy if mentioned at all, occurred far 
down in the lists, showing that the writers regarded tliem ai 
of relatively small importance. 
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A Typical List of the Common Everyday Uses for Written 
Expression in the Lives of Non-Professional Adults, 
Arranged in the Order of Relative Imi*ortance and 
Frequency of Use 


1. Letters 

Including all kinds of social and business correspondence. 

2. Memoranda. Lists. Onlers. 

3. Directions. 

4. Business papers, such as; 

Bills. 

Income-tax returns. 

Insurance papers. 

Contracts. 

5. Club work. 

Reports. 

Minutes. 

Papers. 

Speeches, 

6. Diaries. Line-a-Doy Books. 

7. More or less original work. 

Verse. 

Stories. 

Sketches. 

8. Copying. 


9 Takin dictation ^ work of stenographers 

® * ( and copyists. 

10. Reproducing stories. 


When adults begin to examine closely into the ways in 
which they ordinarily employ writing, they are usually .sur¬ 
prised at the infrequency and meagerness of the output in 
all directions except that of letter-writing. Educated, non- 
professional people, of cour.se, vary to a considerable extent 
in the amount and kind of writing produced, but for most of 
us communicatingy in the narrow .sense of the term, is the one 
great demand. Next to this seem to come records of various 
sorts which the individual desires to make for temporary or 
more permanent use and satisfaction. It is an interesting 
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fact that the ordinary citizen seems to have little or no use 
for the three kinds of exercises which the primary school has 
demanded more than any others, copying, taking dictation, 
and reproducing stories. 

It is iiighly probable that in the free life of children outside 
of school and in a rich varied school life having a social at¬ 
mosphere and organization, many of these same needs will 
arise. Youth and inexperience may, however, cause them 
to assume different comparative values. The fourth item, 
husinesn papers, may drop out altogetlier; copying and taking 
dictation may rise to greater prominence through genuine 
need; and more scope may be found for creative work in the 
play life of children than in the prosaic life of the average 
adult, (’onsidering the dominant interests of the younger 
children, probably personal communications of all kinds and 
personal records furnish for them as for their elders the 
strongest, most genuine, and most frequently recurrent 
appeal. The important point i.s that beyond the purely 
scribble stage there must be some genuine use and purpose 
for writing if we are to train in any but the most technical 
features of the art, such as penmanship and spelling. 

Lettkk-Writing i.s an Excellent Starting-Point 

For many years a good deal of attention has been given 
to the matter of letter-wTiting in elementary grades. The 
strength of the appeal to little children, however, has not 
been .so commonly recognized. We have seen how mere 
babies delight in sending messages in their own penciled 
scrawl, and it is an easy and natural step for the primary- 
school child to learn really to write tiny messages. At what¬ 
ever period w riting is begun, wdiether in advanced first or in 
second grade, children delight in learning to w'rite surprise 
notes to take liome to father and mother or to tuck into the 
letter which an older person is sending to a relative or friend. 
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Such plirases and sentences as, My love: Lore to mother; 
Three kisse-s; Six kisses to daddie; Your little boy; Your little 
girl; I love you; Come to see us; Come home soon; lam well; I 
want to see you; 1 did good work — written by children and 
sent or delivered to the appropriate person — constitute a 
beginning in written expression conceived of as a means of 
personal communication. 

Greetings for various seasons and occasions should play a 
like part. Happy Easter; Merry Christmas; A Happy Birth- 

day to -; We missed you, - -(supply name of child who 

has been absent); We are glad to see you hark; Welcome to our 
room — may be written on paper and delivered, or attached 
to the bulletin board, or written on the blackboard to greet 
the eyes of an individual or a group, as suits the case. (Chil¬ 
dren should very early learn to participate in putting needed 
instructions and injunctions on the blackboard; such as. 
Please do not erase; Please save; Please be quiet; Do not forget 
to clean up; The play will be at ten o'clock; It is time to stop; 
Look at the clock; Be on time, etc. 

The reality and sense of importance that attaches to work 
of this kind as compared to the perfunctory exercises so 
common in primary grades is shown by an incident that hap¬ 
pened in a second grade. A meeting of the grade mothers 
was to be held one afternoon in a second-grade room. The 
children were learning to write greetings .^ud messages of 
various kinds to be written on the blackboard and left there 
for the mothers to read. One little girl said her mother was 
not very well and might not be able to come to the meeting. 
She asked to learn how to write, I ho’pe you will not he sick. 
While she was practicing the sentence on paper, her mother 
unexpectedly entered the room. She finished the paper and, 
childlike, took it to her mother instead of waiting and carry¬ 
ing out the original plan for the afternoon meeting. Pre¬ 
sently she was seen to be weeping bitterly, and it was dis- 
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covered that her mother had laughingly pointed out a mis¬ 
take in her work. She had omitted one little word, and her 
message read, I hope you mil be sick. The child was deeply 
distressed wlien she realized what she had said. Many 
children have shed tears during the painful process of writ¬ 
ing “compositions,” hut few have done so because stirred 
by the meaning conveyed. 

There are systems of teaching penmanship which forbid or 
vigorously discourage Uie use of writing to express real ideas 
in the beginning stages. Some advocates of these systems 
claim that writing is being used as a means of expression 
when young children are drilled to write, See me; I can see; 
Men see; See the nut; See the nest, etc. The difference be¬ 
tween such phrases, produced as a penmanship exercise and 
the genuine message, is obvious to any one, and the clear¬ 
sighted sincerity of children makes them especially keen 
in recognizing the difference. Whether the technical diflB- 
culties involved in learning to write make it inadvisable to 
begin with real ideas is another question which will be dis¬ 
cussed in tlie next chapter. 

From the message or note w^hich can be expressed in a 
single sentence, the complete letter will gradually be devel¬ 
oped. The body of the letter may be very brief, but a few 
of the essential elements of form will now be taught. If, 
however, w'e really care about helping children to develop 
the ability to write an interesting letter, w'e will be careful 
not to go too fast in tlie matter of form and w'ill keep atten¬ 
tion strongly centered on meaning and purpose. This can 
be done only through the frequent writing of real letters to 
real people. The imaginary letter to aii imaginary person 
is a very poor substitute. 

Even in the topsy-turvy world of Alice in Wonderland it 
was considered unreasonable to suppose that a letter would 
be written to “nobody.” In the trial of the Knave of 
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Hearts, the White Rabbit offers as evidence a mysterious 
paper which has just been picked up. 

“What’s in it?” said the Queen. 

“I haven’t opened it yet,” said the White Rabbit, “but it seems 
to be a letter written by tlie prisoner to — to sonieboily.” 

“It must be that,*’ said the King, “unle,ss it was written to no¬ 
body, which isn’t usual, you know.” 

Any one who has ever received spontaneous letters from a 
child knows that they are very different from the usual text¬ 
book model. They are also very much better in all except 
possibly the formal aspects. The model letter may be useful 
in fixing certain habits and establishing certain desirable 
customs, it may‘serve as a convenient reference when the 
learner is uncertain as to an approved form, but no one ever 
learned to write a letter that others would care to read by 
consulting or imitating models. 

I have been collecting children’s letters for a long time, 
and I now have specimens ranging from the tiny sheet, con¬ 
taining only a few words printed in large cajiitals by a six- 
year-old, to the w’cll-written and well-expressed friendly 
letter from a mature tw'elve-year-old. I have also a few" of 
the kind that are produced bj" children when some over¬ 
anxious and over-ambitious grown-up stands over them and 
requires that they turn out a perfect product. Such letters 
are perfect only in the sense that there art no mistakes in 
spelling, punctuation, and arrangement, and that the writ¬ 
ing is as good as the child can produce by the utmost care 
and perhaps only after making several copies. As letters^ 
they are not much better than a bl&nk sheet would have 
been. They say very little, and that little does not come 
from the child’s heart and mind. When our own little son 
or daughter, niece or nephew, or child friend writes to us, 
most of us would prefer to get the true .spirit and flavor of 
the unique individual even though there arc some mistakes. 
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Indeed, it is the naive thought, original expression, and im¬ 
perfect form which make children’s letters so delightful. 

Compare the following letters. The first three were 
written as a class exercise in a third grade. Thirty-five 
children were expected to write about the same thing, and 
the subject was one regarding wdiich they were evidently 
densely ignorant. Their “letters” were to be addressed to 
the teacher, who knew all about the subject. Indeed, it was 
she who hud “learned” them about dew. 


At School, 
October 20, 1915. 

Miss C- 

Dew comes from the herd [earth]. 

Angelo 


At School, 
October 20, 1915. 

Dear Miss C- 

The dew is formed from the air. And when the cold air touches 
the sky. The dew falls and thats what how dew is rnaked. 

from Mary McC- 

At School, 
October 20, 1915. 

My dear Miss C-, 

I am very sorry to here that you have learned us about the 
flowers and the drops of dew is on tlie warm earth. 

From 

Helen D. 

The children show that they know something about capi¬ 
talization, punctuation, indentation, the heading, saluta¬ 
tion, and closing of a letter, but do they know anything 
about real letter-writing? 

The next letter was written by a boy five and a half years 
old to a relative with whom he was on terms of intimate com¬ 
radeship. When together they were real chums. The boy’s 
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mother believed that a child should never be permitted to 
make the slightest error if it were possible by watchful over¬ 
sight and correction to prevent it. The result in this case 
was a message of ten words WTitten with incredible perfec¬ 
tion, but not a touch of the real boy is tliere in it. 

Dear D-and 

Aunt B-; 

Thank you for 
the l)ooks. 1 like 
them very nuieh. 

Good-hy, with love, 

F-. 

The next w'as written in school by a second-grade child 
who really had something of importance to communicate. 
He was probably resj)onsihle to his classmates in tlie matter 
of securing the needed help. 

Trainiiiff School 
V'Hldosta, Ga. 

Dear Mrs. S-, 

The flowers are dying. \Miat can we <lo for them? We wrote 
this letter to you for we di<l not know what to do for them. 

John D. B- 

The fourth letter is from a little seven-year-old girl WTitten 
during vacation to her teacher of the year before. It reflec-ts 
real personality. 

r-C’ity, Ind. 

July iO, 191D. 

Dear Miss C-, 

Have you ever thought of your little curly headed girl, .since you 
went away? 

I have thought of you lots of times, and wish I could .stH* you. 
Now I can laugh at you sitting in whool stmlying while I am run¬ 
ning around on the farm bare footed and having a good time. 
July 16, Sister, William and I went to a Sunday School picnic. A 
thunder cloud came up and we had to come home in the rain, we 
had lots of fun and lots of good things to eat. 
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Mamma gave me a white hen and Weflnesday she came up with 
eight little biddies, every one black. Don’t you wish they were 
yours? 

With lots of hugs and kisses 

From 

L-P-S- 

The last example is also a home letter preserved for over a 
quarter of a century by the one to wliom it was addressed. 
Tliis little eight-year-old girl made some mistakes, but she 
told just the things “Aunt Grace” would have wanted to 
know and succeeded in conveying the spirit of cordiality 
whicli was a strong family characteristic. 

November 20, 1898 

Dear Aunt Grace, 

I hope you are well Wc all went to Sunday School and Dorothy 
went in a kindergarten class We weie all vacillated last Tuesday 
in two spots Anna and Dorothy have a new drass and in the 
swrond grade W^e are all well anti I hope all of your little scollars 
are well I hope tliat you can come down thanksgiving and Christ¬ 
mas Ixith Anna birtlulay is next week and I hope you will be 
down any way Mama has a mew cape anti waist a she has a verry 
big coltlsore on her lip, Dorothy a I have a mew coat I went 
down to (jrantlma’s three weeks ago and stayed all might I an 
letting iny hair grow long 

This is all that I can think of 

from Margaret G- 

We should try to make children feel that it is possible to 
have a good time in writing letters, for of course tlie purely 
friendly letter is a poor thing unless there is evidence that 
the writer did experience some .satisfaction in writing it. To 
this end a collection of letters freely written by other chil¬ 
dren will be a great help. A number of these may be read to 
the class, and they will see that in some the writers were hav¬ 
ing a good time in writing and that others give evidence of no 
si^ch attitude. It is easy to obtain original, spontaneous, 
and lively letters written by children to use as examples. If 
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untrammeled child correspondents are lacking, one has only 
to ask one’s friends to contribute from letters which tliey arc 
receiving. 

An Important Factor in Written Enoli.sii is Found 
IN tiik (hiiLD’s Own I^imitations 

It is important that some sort of balance be kept between 
what pupils wish to do and their ability to a<‘complish the 
end. If mastery of the tools is to be acquired through daily 
use, we must see to it that the undertakings arc not too am¬ 
bitious at first. The one thing tliat upper-grade teachers 
beg primary teachers to accomjilish is the development of 
the sentence sense. The lack of this sense is seen often in 
the high school, where students offer a phrase or a long form¬ 
less succession of phrases as a sentence. One sometimes 
meets college students wJio seem not to know the difference 
between a comjilete and an incomplete statement. 

The small plans of the younger children (‘ailing for brief 
records and memoranda offer excellent niitural occasions for 
learning to write simple sentences. Only a little needs to be 
said by the child and he can be taught to say that little com¬ 
pletely. The following entries made by a little third-grade 
girl in the school diary illustrate the point. Each child in 
the class made a book which tliey called a diary. In it they 
recorded the principal things which they did during the 
period of the day called “free time.” At this period they 
had considerable latitude of choice as to occupations and the 
record was to show what choices they had made. 

On the outside cover of this particular book the child 
printed — What I do in free time. These are a few of the 
items which she entered between January 5 and May 19, 
1922. 

Jan. 5. I made my free time diary book, 

Jan. 6. I fixed my spelling b(X)k. I finished a book. 
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Jan. 11. I spent all my free time in the library. 

Jan. 17. 1 made a counter for a flag game. 

Jan. 19. 1 started to make a doll for my sLster. 

Feb. 1. I had to begin my doll over again. My doll was not 
made correctly. 

April 13. 1 helped to fix Joan’s birthday table. 

April 20. I made a May basket. 

May 18. 1 wrote a composition about clean cows for our milk 
movie. 

If children keep some sort of a record of daily happenings, 
a clear concept of the simple sentence can be well established 
by the end of the third grade by this one means alone. It 
may be in the form of individual books like the above or 
individual daily cards may be filed. If the scliool is so 
organized that there is a dearth of interesting individual 
items to be recorded, then a composite class book may be 
kept in which children will take turns in entering items of 
interest to all. The group in this case will u.sually decide 
what is to be told, and thus they will obtain practice in 
formulating good statements. The following records are 
taken from a second-grade “Class Book” of this sort. 

De(\ 10. We saw die First Grade play. 

Dec. 20. We made chains for the Christmas tree. 

Jan. 8. It is snowing hard today. 

Feb. 12. We made some pretty Valentines. 

Feb. 14. Our Valentine Ixjx was full. 

March 1. Miss-gave us a lovely plant. It is a begonia. 

March 6. John W. has been sick a long time. He came back to 
school today. 

Matter-of-fact material of this kind offers the least temp¬ 
tation for the imagination to soar and for ideas to run 
far aliead of the meager ability to express them in written 
form. 
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Whitten Work should be Small in Amount and 
Varied in (^harauter 

Children should not he asked to write aeeounts of every¬ 
thing that they do or see just for the sake of extracting a 
lesson in composition out of the experience. It has been a 
common practice to require pupils to write a somewhat 
extended account of every interesting occurrence, even 
though no use was to be made of the comj)ositions. Such 
writing is usually forced and perfunctory, and the way it 
sometimes strikes fresh young minds is shown in the follow¬ 
ing incident: A group of third-grade children went with their 
teacher in the spring to a lovely woodland spot to g<*t ac¬ 
quainted w'ith the W’ild flowers. Ilic day w^as beautiful, 
quantities of flowers in great variety were fouiKl, and each 
child was permitted to gather a handful. A few plants were 
taken up by the roots for the school wild-flowcr garden. It 
was a very happy day for every one. Returning, the teacher 
walked for some distance behind three little girls who chat¬ 
tered together. Pre.sentlj" one of them remarked to her 
neighbor, “Don’t you dread to-morrow?” “Why?” .said 
the second child. “Because,” was the reply, “you know 
we’ll have to write about this.” They never knew that the 
teacher heard the conversation, and tliey must have had a 
happy surprise wlien the week passed and lu w ritten work 
on the subjecit was called for. Tlie teacher reviewed her 
practice and realized that written exerci.ses called for in the 
past had been too extended, too frequent, with little real 
purpose, and that they had often suffered the disadvantage 
of an anticlimax. 

To obtain the best results, provision must be ma<le for 
variety in written work. The teacher in the situation ju.st 
described had fallen into a rut. Everything was grist for 
the English mill, and she had lost sight of the need of fresh 
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incentive and sincerity of purpose from the child’s stand¬ 
point. With a little suj?gestion this group could liave been 
led to arrange a pretty bunch of their blossoms to put on the 

desk of Miss-, a favorite tcaclier who could not go on the 

excursion. They would have been glad, too, to w rite a nice 
little note to accompany the flowers. Perhaps some of them 
would have liked to make a brief record and diagram show¬ 
ing just where certain of their wild-flower plants were placed 
in the garden in order to identify them with greater certainty 
the next year. They might have liked to arrange a table in 
the hall for all the .school to enjoy, placing on it bowls con¬ 
taining specimens of their wild flowers properly labeled. A 
committee might have liked to discover and copy some selec¬ 
tions of verse about violets, Jack-in-the-pulpit, Bloodroot 
and Dutchman’s-breeclies to place beside the appropriate 
flowers. Some of the children would certainly have done 
good work in drafting speeches to be given in As.sembly or 
before another grade telling about different parts of the trip. 
The mild protest of the little girl was probably largely due 
to her unconscious rebellion against a monotonous and ap¬ 
parently useless task. 

Provision shocild be Made for Creative Work 

While simple everyday affairs should form tlie basis for 
the larger share of the written work during primary years, 
the creative impulse should not be neglected. The desire to 
invent stories finds its best outlet at this time in oral narra¬ 
tion and dialogue where the more certain control over speech 
offers less hindrance to the flow of ideas. Only in excep¬ 
tional situations in our schools should w'e expect much in the 
way of original creative work in written form below ad¬ 
vanced fourth grade. In a school where most of the pupils 
are of English-speaking parentage with a good social back¬ 
ground, we may look for excellent work of this sort in the 
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third grade. But wherever it is attempted and with what¬ 
ever type of cliildreii, much encouragement and guidance 
will be needed by all but the most original and imaginative. 
The more opportunity the children have had from kinder¬ 
garten on to make up and tell little stories of their own, the 
easier it will be for them to take the next stop and begin to 
write out their stories for others to read. In this type of 
work some children will stall coni])letely, and others will 
have a w'ealth of ideas far in excess of their ability to express 
them. 

Many teachers shirk any attempt to include creative work 
in the primary course in written English because it is so 
difficult to conduct. Each child is composing individually 
with a different plot or scheme and with widely different 
abilities. All will need assistance in spelling and some will 
appeal for aid in sentence construction. IIow can help and 
guidance be given to thirty-five ('hildren when their needs 
are so different? Writing of tliis sort should rarely be at¬ 
tempted by one group wliile tlie teacher is engaged in teach¬ 
ing another class. She should be free to give her undivided 
attention to those wlio are writing, and she must know how 
to create an atmospliere of confidence and anticipation of 
pleasure in tlie results. While children are engaged in this 
sort of writing, some teachers like to sit v here individual 
children can come to them for a brief conferei v-e in h)w tones. 
Others prefer to move about the room responding to raised 
hands here and there, writing nee<led words on pads placed 
on the desks, asking (piestions, offering suggestions, and act¬ 
ing as general advi.ser. 

It is worse than useless to attempt to force the more stolid 
or literal-minded children to produce stories calling for crea¬ 
tive imagination. Where the native impulse is lacking, if 
it cannot be supplied through acquaintance with fine fairy¬ 
tales and simple beautiful poetry, and through contagion 
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from the t^ofe gifted children, no amount of insistence will 
bring a proMiloct worthy of the energy expended. Witli the 
child hs ;jprith the literary genius, it is the attitude of play, 
of delight in invention, which is essential to the creation of 
original, interesting, and beautiful forms. Let the more 
matter-of-fact children continue with their tale.s of pets, 
toys, and real cliildren, while the more imaginative minds 
play with plots and .scenes laid in fairyland. 

Very short stories should be encouraged, or if the tale 
must run to greater length the writer should be urged and 
helped to break it up into short chapters or episodes. One 
little six-and-a-half-year-old boy made up an amusing story 
about a mouse family. The stor^’ grew’ serially by short sec¬ 
tions from day to day, and occasionally he would bring 
to school a chapter written at h<»me on an oltl typewTiter. 
Here is a s])ecimen chapter written without assistance: 

The (’at ami the Rat 
by Stewart S. 

One day the eat thought he wouiil visit the rats 
Mr. rat saiil “how do you do.? I have not seen 
you for a long time”. Mrs. Rat sai<l “how do you 
do.“ then they sat down to tolk. and then nirs. rat 
whespered into Mr. rats ear that iKdtcr watch Mr. 
eat woh had begun to sneff. 

Stories wdiich children make up are more original than the 
modern fanciful tales written by adults for children. The 
latter are almost invariably a re-combination of familiar 
features of old well-know’ii fairy-tales or they' are confessed 
or .self-evident imitations of such tales. Children, too, 
weave together incidents and characters from their nursery 
tales, and they buiUl stories which resemble in some w’ays 
those found in their story books, but they achieve many 
ugique and refreshing combinations. In these “made-up” 
stories there is an excellent opportunity to develop gradually 
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a consciousness of form or pattern and'*4i aense of wha^ is 
pleasing and satisfying in plot and incident. / 

The following story was written in school by a third^grade 
child. It sliows that the little girl had a well-developed 
sense of organization. In type, it is like the explanatory 
myth so common in the folklore of all races, whicli attempts 
to reveal the why and w'hereforc of some natural phenome¬ 
non. In this respect it is an imitation, but it possesses also 
distinctly original features, and is a good example of how 
imagination may be led awjiy from formless wandering into 
a charming pattern. 

Mr. Tee Whiskers and the Fairies. 

Mr. Tee Whiskers was eating bread in 
the [lantry wlien he heanl a noise. 

He suueeleil “that uiusl be Susan with 
the trap. 1 must hurry away. Oh where 
.shall 1 go." Oh! 1 know I shall go to 
Fairyland. 

“I'll pai’k my bag 
and hurry away 
For fear a eat 
Will eome .some ilay." 

He started out and met his frieml Mr. 

Duck. ‘‘Ifow-ilo-you". Mr. Duek, where are you 
hound this fine summer day." 

I am bound for Fairyland," quaektHl IVI '. 

Duek. Wdiy! are you going to Fairy'huid 
too.^ That is where I am going. 

"If that is .so I will lake you on my biwk” 

“ exclaimed Mr Duek 
So Mr. Tec Wiskers jumped on ftis back 
and rode down the river. 

So when he arrived at Fairyland 
he .saw the pretty little fairie.s 
dancing among the water lilies 
in the moonlight. 

"Hello!" cried the fairies to Mr 
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Duck and Mr I’ce Whiskers, 

“have you come to see us? 

Yes! replied the mouse “I have come 
to live with you? 

“ All rijilit,” {uiswered the Fairies, 
hut you Iui^ht drown.” 

“Cant you make me so I can fly 
over tile water.” 

“Indeetl” saifi the (luecii of the 
Fairies “I’ll change you into a hat. 

“'J'hank you thank you” laughe<l 
Air Aloiise. So the fairy (jueen 
w'a>’e<l her waiul and said 
“Re a hat 
My little rat 

and I shall give you a hat. 

So Air. ^J’ee Whiskers look on his 
wings and flew' out into the 
night. 'J’his is why wt* have 
hats Hying at night. 

It is .'I good thing occasionally to have the whole class 
cooperate with the teacher in the constrnction of a fancifid 
tale according to some c'lear-cut plan of organization. The 
teacher may suggest a good story pattern, children will con¬ 
tribute incidents and appropriate details, and individuals 
may write certain detinite parts of the whole. The following 
account of how' a c'omposite story of this kind w’as WTitten is 
taken from Traiuiug School AVm’.*?, Valdosta, Georgia. ^ Aliss 
Myrla Morris was the teacher in charge: 

THE RED CROSS IN TOYLAND 

One of our story-hooks tells us that n fairy with a gohlen wand 
comes to tln‘ playroom at twilight, setting the toys free to talk and 
play together as real children do. 

The StM'ond Grade has used lliis idea in making up the following 

^ “The Reil Ooss in Toyland,” Training School Setts, Valdosta, Georgia, 
DecMidier, 1919. 
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story of how tJie Reel Cross was organized in Toyland. It was 
modeled after one of tlieir Primer stories of last year and was 
written for the First Grade to read and <lranialize. Ejieli child 
wTote a part of the story, the best being selec'ted and put together 
in the eon»plete story. 

Myr^a Morris 


1. Once uf)on a time there was a little girl. She lived in Toy- 
luinl. 

One day she sai«l, “ 1 ill join the Keil CVoss. I will nurse 
the wounded soldiers." 

So she walked and walked. 

(Dorothy II.) 


2. lly and by slic met a toy dog. 

‘‘(iood morning,” he saiil. ‘‘wher<‘ are you going today?” 
‘‘I am going to join the Red Cross.” 

“May I go tt)o,” asked the Toy Dog. 

“What can voji do?” 

‘‘I can find the wounded sohliers.” 

“C’ome along”, .she .sai<l. 

(Steve S.) 


3. By and by Little Doll met Rocking Ih>rse. 

“(food imirniiig, Little Doll”, said Rocking Horse. 
“Where an* you going Uxlay?” 

“1 am going to join the Red Cross.” said Lillie Doll. 
“May J go, too?” asked Rocking Horse. 

“What can you do?” 

“1 can bring the .s/>ldier.s to the hospit.-l,” 

“Come along,” .said Little Doll. 

(Mary Wyche) 


4. So .she w’alk<*fl ami walke*! till she came to the tin soldier. 
The Tin Soldier .said, “where ane you going today?” 

The Little Doll .said. “ J am going to join the Red (’ros.s.” 
“May 1 go too,” u.sked ^rin Soldier. 

“What<-an you tlo?” 

“I can march in the parade.” 

“Well come along,” she said. 


(John David) 
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5. By and by she came to the Toy Drum. 

“Good morning, Little Doll,” said the Toy Drum; 
“Where are you going today?” 

“I am going to join the Red Cross,” said the Little Doll. 
“Alay I go too?” said the Drum. 

“What can you do?” asked the Doll. 

“I can Ik'hI for the soldiers to march in the parade,” said 
the Drum. 

“Coin*' ailoiig,” said the Doll. 

(Elwyn S.) 


(i. By and by they met a flag. 

'I'he Flag sai<l, “Go»k1 iiioniing. Little Doll.” “W'liere 
are you g»)ing to<Iay?” 

”J am going to join the Red Cro-ss.*^ 

“Alay I go too?” said the flag. 

“What cun yt)U do?” 

“1 cun wave in the j)arade,” sai<l the flag. 

“Conic along,” sai<l the Doll. 

(Ruby Cain) 

7. ’i'h<‘y iu<‘t the Toy Cat. [.V toy bank] 

“Where are you going?” 

“1 am going to join tlie Red Cross.” 

“Alay I go too." a.sked the Toy Cat. 

“What (‘an you do?" 

“I can save the moimy,” said the cal. 

“Coriu along." 

(Alary Hagan) 

8. So they walk(‘d and walked till they met all tin* girl dolls. 
They said, “Where are you going?" 

The Little Doll said. “1 am going to join the Red Cross.” 
“Alay I go too?” .said all the little girl dolls. 

The little Girl Dolls said, “We can knit and sew.” 
“Come along,” said Little Doll. 

(Johnsie E.) 

Then she went on until she came to all the Boy Dolls. 
“Good morning. Little Doll, where are you going?” 

“I am going to join the Red Cross.” 


9. 
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“Let us go, too,” the Boy Dolls aske<l. 

“What can you do?” 

“We can work and save.” 

So she said, “Come along.” 

(Lloyd J.) 

10. 'riieii they all joine<l the Reel Oo.ss and hatl a parade. 

I'he drum began to tx^at; 

The soldiers Ix'gan to inareh; 

'I'he flag began to wave; 

'I'lie dolls begun to niareh. 

All the toys in Toyland inurebed in the parade. 

(Sara Jones) 

Every year adult writers i)roduee and ]>ubli.sh ({uaiitities 
of stories for children patterned after the old aecuinulalive 
tale, and many of Iheni fall far below this one in interest and 
cJiarm. Probably the fact that “The Red (toss in Toy- 
land” was written expre.ssly for the first giade and intended 
for them to read and dramatize, .served to stimulate and 
direct, in a inea.sure, the efforts of the writers. Tljrough 
such a piece of work there is every opportunity to give ex- 
(!ellent training in ordered thinking. The little tale repre- 
.sents a high type of rational, organized thought within the 
realm of playful fancy. 

Another type of original production which many <;hildrcn 
greatly enjoy is the rhyme or .stanza of “poc * ’v,” and almost 
all can be led to make .some attempt at it. ft is a common 
observation that most children pass through a period of i)lay 
with words when they make up more or less meaningless 
jingles and appear to get great satisfaction from clianling 
them. Mere rhyme and measure, and deliglit in invention 
seem to form the basis of their pleasure. Many kinder¬ 
garten and first-grade teachers recognize the value of this 
tendency and utilize it long before the (‘liildren are able to 
write. They are encouraged to make up rhymed couplets, 
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and to recite them. The best are written down by the 
teaciier with the author’s name attached, and sometimes a 
good little tune is found for them. Often this activity is 
initiated by seizing upon some very silly, annoying reitera¬ 
tion of a doggerel strain which one child perpetrates and by 
helping him to improve it so that it iK)ssesses some degree of 
fun or sense. Here are a few rhymes that have been dic- 
tate<l by young children: 

'J'ing-a-ling-ii-lee 

\\’t)ii’t you to lea. 

Tile table is set 

Now what shall we get? 

Come ami see my pretty Imat. 

Come and see how it will float. 

See my dolly in her chair. 

St‘e her pretty yellow hair. 

This is Mary Ellen Cram [a doll] 

In her ])retty yellow lam. 

Occasionally wc meet a child who has a real talent for this 
.sort of thing, but most children have only a rudimentary 
.seii.se which makes them halt and fumble in their inventions. 
Some definite help from the teacher will in most cases be 
needed in the beginning, and it is time well .spent both from 
the standi)oiut of language development and of the delight 
which most children take in the exercise. 

There is little doubt that beyond the couplet, or po.ssibly 
the (quatrain, tlie necessity to find rhymes becomes a real 
hindrance to the expression of thought and mood. Many 
gifted adult poets have broken away from the limitations 
and strictures which rhyme and exact regularity lay upon 
the*!!! and are expressing themselves through free verse of 
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different kinds. How much more restricting must the re¬ 
quirements of rhyme l)c to children possessed of no real 
talent. Their verses are bound to be commonplace. Yet 
many children are at times natural poets in thought and 
feeling. The poems of Hilda Conkling ' have been a revela¬ 
tion to all who have read them. Only a very few are in 
rhyme. Cadence, beautiful imagery, the fitting word, and 
fresh poetic concepts clnaracterize the verse of this remark¬ 
able little girl. Such child genius is of course exceedingly 
rare, but possibly, if we had not hanqiercd children by lead¬ 
ing them to think that verse musl always be rhyme, we 
might have oiiened the door of lovely cadenced expression to 
some of our pupils. It is worth the effort at least, as is 
shown by the following selections written by pupils in a 
public school in New' York C’ity.’^ In order to show the 
work of younger chihlren we (|uote here only those written 
by pupils in the third and fourth grades. 

The Bird. 

1 am a bird. 

1 fly away and sing. 

When I am tired I come home to my nest. 

I go to slei'p with my head iirnler my 
wing. 

When 1 wake, 1 fly awav again ami sing: 

“Tweet Tweet!” ' 

Anna S., flA5. 


Anemone. 

Pretty little anemone 
Won’t you eorne ami hide under my 
warm fur? 

1 am pussy willow. 

Your dress is thin and you W'ill he cold. 

‘ C>)nk]ing. Hilda: Poems by a LiUle Girl. F. A. Stokes. 

* A Number of Things. Written by pupils of P. S. 45, The Bronx, New 
York City, 1917. Printed and published at the school. 
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It would be much l>etter to rest snug and 
warm. 

Than to freeze in your thin white dress. 

\\ dn’t you conie.^ 

Louise D’A., 4BS. 


The Lilac* Bush. 

I love the lilacs, 

^J'lieir leaves arc like hearLs; 

When 1 go near the lilac bush, they bow 
to me. 

And I bow to them. 

Aida F., .SA. 


'Fhe Stars. 

As I was going to bed, 

A little star peepcil in. 

It shone so bright. 

It seemcil to say: ‘'good night.” 

Reekie W.. 4R4. 


'Flic Bonfire. 

Oh! look at the leaves, 

They are .scarlet, brown. yellt)vv, gold, 
blue and red. 

Now watch them blaze! 

The colored .smoke ri.ses like a round 
tower. 

The fire begins to get lower un<l lower. 

Now’ there is nothing but ashes. 

Paid S., 4Bl. 

Other verses in this booklet by older children show’ how’, 
in a city environment, boys and girls, many of them from 
non-English-speaking homes, find beauty, charm, and some¬ 
times mystery, in commonplace, restricted surroundings. 
We notice such subjects as The Street Cleaner^ Nighty 
School Garderiy Day BegirtSy Flying KiteSy The Sun-Dial^ 
Sliding Pond. Tliere are touches of true poetry in almost all 
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of them produced by cadence, a happy turn or phrase, or a 
beautiful concept, but in very few of tliem is rhyme em¬ 
ployed to any great extent. 

If a song in rhymed verse is to be attempted for some 
special occasion such as Christinas. May Day, or some one's 
birthday, it is usually advisable to enlist the pupils in a co¬ 
operative effort. The occasion will be discussed, appropriate 
ideas will be suggested, some one will offer an initial thought, 
perhaps the teacher will produce a beginning couplet and a 
clever child may follow with anotlier. Thus, by pooling ideas 
and skill and by free and friendly criticism, a result may be 
obtained in wliich many if not all of the <-lass Iiavc had 
a part. The .satisfaction wliich comes from achievement 
serves also to stimulate to further effort along the same line. 


Writing should nkver be A.s.si(jned simju.y to Keep 
(’hii.dren Husy and Quiet 


As soon as handwriting is mastered, there is a temptation 
in our overcrowded schools to impose written tasks at in¬ 
tervals throughout the day because the work is noi.seless and 
calls for a certain amount of concentration, (kipying and 
the reproduction of familiar stories have been two great 
stand-bys of busy teachers who are lacking in re.source. It 
is so easy to say, “0[)en your Readers at page so-and-so and 
make a neat copy. Ih* sure to notice all c.ojitals and punc¬ 
tuation marks." A quiet half-hour to teach another cla.ss is 
thus secured, since there is no occa.sion for even a (question 
from the little copyists. Having children reproduce in writ¬ 
ing some familiar story serves almost equally well as a relief 
from active teaching, though it takes a little longer to launch 
the exercise. A brief discussion of the story is usually al¬ 
lowed, and some difficult words that are sure to be needed 
are written on the blackl)oard before the signal to begin is 
given. So employed, both of these exercises are practically 
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wortliless. We noticed earlier in this chapter that adults 
fl-iite commonly omit altogether these two purposes for 
writing from their lists made up from daily custom and use, 
or tliey relegate them to an unimportant place. In school- 
life, children have more real need for copying, but it is not of 
the sort described above. In support of such a routine exer¬ 
cise it has been claimed that capitalization, punctuation, 
indentation, etc., can be taught through copy ing. There is 
nothing in the known laws of psychology to support such a 
view, ("hildren might copy page upon page of print and 
never have consciousness sufficiently aroused to give a 
single thought as to why a capital is used liere or a period 
there. One can copy correctly willi entire abstraction of 
mind just as one can “read”a page and not be conscious 
of a single thought contained thereon. Furthermore, what 
ground liave w^e to assume that a child will tliink about why 
a capital is used any more than he will think about why 
there are two t's in little? In copying, botli of these opera¬ 
tions are apt to be purely automatic, yet one does not de¬ 
pend on such work to establish the habit of putting two fa in 
little. Where there is such variability as prevails in capitali¬ 
zation and punctuation, there can l)e no growth in ability 
to apply tlie principles involved unless discriniination and 
jiulgment are frecpiently called for. 

Sonic value jirobably attaches to such operations as copy¬ 
ing a favorite song into an individual song book, a good joke 
into the joke book, transcribing a set of rules elaliorated by 
the class, or the directions for making .something. Producing, 
in duplicate, invitations for some sjxx'ial occasion, or programs 
for an entertainment, after models have been formulated, 
constitute purposeful uses for copying. Such work is not so 
apt to be done in a mechanical way, since there are personal 
objectives in view wdiich would be partially defeated by 
thofightless work, and since in several of the instances men¬ 
tioned the pupils have themselves evolved the original copy. 
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Reproducing a story in written form is not such a me¬ 
chanical operation as copying, but. compared with the train¬ 
ing whicli comes in llie process of preparing ami giving a 
good oral reproduction, it ranks very low in educative value. 
If the story is a tine one, it will be mangled and utterly 
spoiled in the inedicient hands of primary children, and if it is 
cheap and commonplace to start with, why spend time and 
energy in an atteni[)t to reproduce it? The most valid reason 
for written reprod?iction is the preservation of some very sliort 
deliglitful story or anecdote not found in their own books. 

Recasting local legends, bits of history, or fragments of 
myth comes under a different category, and is not open to 
the same objections .is the crude rew'riting of a clioice piece 
of literature. Such material will bear rouglier handling be¬ 
cause it lias never taken on a fini.shed art form. Literature 
has in the past been made to carry far too much of the load 
represented by necessary practice and drill in written com¬ 
position, and many textbooks are modeled in a fashion 
which encourages this tendency. 


What Place shocld Ti:xTBOOKH have in the ''rEACniNO 
OF Written Enolisii in Primary (Irades? 

There are comparatively few texts in English fxnnposition 
intended to be jdaced in the hands of .second-grade children. 
In the great majority of cases the first bm>J. of a series or the 
first part of Book I is intended for u.se in tne fourth grade. 
This indicates either tacit assent to the position that the 
textbook has little place in early primary grades or that the 
experts so far have .seldom had thq courage to attempt to 
meet the need. With a few exceptions the textbooks which 
seem to embody the soundest periagogical princifiles in other 
respects are designed to be used by children at about the 
fourth grade. This would seem to indicate that the most 
competent specialists believe that such texts are not very 
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serviceable with less mature pupils. Handling and inter¬ 
preting a text adds one more element to an activity tliat is 
already complex and has a tcndcn<*y to check still further 
the spontaneous expression of beginners. It is exceedingly 
difficult to follow a textbook closely and still make use of all 
the small personal and immediate occasions for written ex¬ 
pression. As a result, textbook topics and methods if used 
too early tend to establish a stiff, self-conscious, and formal 
altitude toward writing. 

There are situations, however, when the best of the mod¬ 
ern books miglit be of real service as low as the third grade, 
particularly if kef)t in subordination to the more vital inter¬ 
ests of the group. In rural .scliools where the teaclier has an 
unusually large number of clas.ses or in city schools wliere the 
classes are very large, an attracti\’e book willi pleasing pic¬ 
tures, interesting subject-matter, and suggestions suited to 
childish tastes and aptitudes might be a real as.set at this 
stage. 

Where such textbooks are not used by the pupils, teachers 
should have in tJieir pos.session .se\’eral of the best, for they 
furnish excellent suggestion and guidance. The less com¬ 
petent and original teachers need such help to supplement 
tlieir own ideas and methods and the more resourceful should 
be partially guided by good texts in order to insure that the 
formal phases of English are adequately covered at certain 
stages. 

As suggested above, one great weakness of many begin¬ 
ning textbooks in English is their extensive reliance upon 
literature as subjec t-matter for both oral and written com¬ 
position. Judging by their content one might suppose that 
almost the sole interest of children was in stories and poems. 
A close examination of se\ eral popular textbooks shows as 
high as eighty per cent of all exercises based upon literature 
with very little use of children’s active daily life and practi- 
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cal affairs as subject-matter. This must be due to tlie ease 
with which literature can l>e haiidhHl in a book and not to 
any well-founded estimate of its relative importance in the 
verbal expression of either adults or children. 

This overemphasis is partly responsible for another de¬ 
fect, tlie scant attention paid to the genuine appli<‘ation of 
what is taught. (Comparatively few books make any at¬ 
tempt to point out to pupils interesting ways in which they 
may make use of the points presented, (irouiid luis been 
broken in this direction, however, ami a few of the newer 
textbooks offer liints and suggestions showing liow some of 
the exercises may be adapted, imitated, or directly applied 
to some situation of real importance to a particular group. 
Teachers and children are made to feel that the main pur¬ 
pose of the textbook is to j)oint out interesting things to be 
done, to show some good ways of doing these tilings, and to 
stir the class to discover or create other situations more ap- 
}>caling to them. The <lramatized story, assembly program, 
model letters, de.scrii)tions of pictures, games, ami other €‘x- 
periences are presented as a <lirect challenge to pupils to pro¬ 
duce something similar but of more immediate significance 
and use to them. 


QUESTIONS 

1. What shouhl be the guiding ])rinciple in teiu'hing letter¬ 
writing? Apply tliis prineifile to Uie lett< rs your pu])ils liuve 
lKt*n writing in scIkm)]. 

2. What criteria should tleterrniiie selection of subjects or ma¬ 
terial for written language? 

it. What ways for developing the “sentence sense” are ])resented 
in this chapter? 

4. Why did the chihlren not wish to write about tlie wild-flow’cr 
excursion? Are the author'.s suggestions for written w'ork in 
that connet'tion better from the .standpoint of chihi psy¬ 
chology? Wliy? 

5. What types of creative work are mentioned in this ehafitor? 
Which of these would you care to try with your pupils? 
Which do you consider least practicable and why? 



CHAPTER X 

TIIK INFORMAL AITHOACII 'fO WRITING 

Exactin(J and minutely detailed systems of teaehing pen¬ 
manship constitute a pernicious interference with the natu¬ 
ral development of self-expression through writing and witli 
the normal development of handwriting itself. In schools 
making any claim to a rec*ognition of modern psychology 
there is not another skill or subject that is permitted to take 
such an isolated and domineering course as is penmanship. 
In many places months and even years must be spent in 
accpiiring a certain degree of mastery over the technique of 
movement before teachers dare permit or encourage their 
pupils to use writing as a genuine means of expression. It is 
quite common to spend nearly all the time that can be de¬ 
voted to writing for the first two years in muscular move¬ 
ment exerci.ses aiul other related features of technitpie. It 
is further urged that for another year or two such exercises 
should predominate over any freer, more purposeful use of 
handwriting. In a great many of our schools children six 
years of age and e\ en younger are being subjected daily to 
W'earisome, meaningless drill in a tecliiii(pie requiring very 
fine cotirdinations and a high degree of concentration for 
which they are in no waj' equipped. 

What are tlie arguments used in support of such pro¬ 
cedure? They are the stock arguments that have been used 
at one time or anotlier in defense of an over-systematized 
and logical approach to almost every subject in the curricu¬ 
lum. It is said that in a manual art such as writing, the 
establishment of right muscular habits is of paramount im¬ 
portance; tliat these habits fonn a hierarchy or a coordinated 
system in wliich certain basic ones must be established first, 
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followed by otliers until all are intcf^rated into a unitary 
habit; that the attempt to use tlie skill in a rudimentary 
state interferes with the system; and that getting mastery of 
the instrument as a mechanism during tlie early years when 
there is not much use for it is a measure of economy. Fur¬ 
thermore, it is claimed that, because handwriting is such a 
very complex skill made up of many small habits, it is par¬ 
ticularly disastrous to de\'iate from the logical order of some 
elaborated scheme. This same theory held for many years 
in the matter of teaching children to play on the piano, but 
it was discarded in that field long ago. Yet tlie art of piano¬ 
playing is certainly more complex than handwTiting. The 
unitary skill is composed of a much larger number of minor 
habits which must be bound together with certainty and 
precision. But there is not a teacher of the })iano to-<lay 
with any professional standing who would start young chil¬ 
dren with scales and finger exercises and kc(‘p them on tliese 
for a year or two before allowing them to play little tunes. 
Successful modern piano teachers do not attempt to build up 
a fine technique and thus introduce the execution of mel¬ 
odies. They start at once willi very simple mc'lodies and 
harmonies and develop technhiue gradually in and through 
the pr(K'e.ss of “playing the piano.” 

In the teacliing of handwriting we have something to learn 
from the successful teachers of instruim- 'tal music. We 


have been too easily impresse<l and dominated by penman¬ 
ship experts who do not know very much about child psy¬ 
chology. There is no evidence of weiglit to support the 
theory that a particular sort of “mu.seular movement” is 
basic and essential in the early stages of WTiting. On the 
contrary, there is much rea.son to believe that such drill 
forms a poor approach to tlie art. There are .sciimtific 
studies and experiments whieli indicate rather c*learly the 
wisdom of deferring and subordinating such exercises. 
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Professor Frank N. Fretoan ^ lias reviewed very thor- 
oui;hly all the leading “stiitistical, historical, and observa¬ 
tional evidence” regarding the efficiency of different meth¬ 
ods of teaching handwriting and he has arrived at certain 
conclusions bascMl on this evidence. The following passages 
give a partial summary of these views as they bear upon the 
question under discussion: 

Exacting formal drill should not be given before about Grade 
IV. The greater [lart of the prac‘ti<*e throughout the grades should 
he given to actual writing of wortl.s. Insistence upon position or 
type of movement should first bifoini; strict about Grade IV. 
During the primary gratlcs only the gross faults should be cor¬ 
rected. . .. Growth in skill of movement is marked at alxiut the 
ninth year. Few jinpils who are given arm-moveinent drill can use 
the arm movement before the fourth grade. 

The speed of writing should be low at the beginning and should 
gradually increase from aliout .SO letters jier minute at the end of 
(iradc II to about 7.S letters per minute at the end of Grade VIII. 

. . . Young chihlren are incat>able of making new coordinate move¬ 
ments rapidly. 

The standard of acoirucy should be low at the beginning and 
should gradually increase as the child gains in maturity and prac¬ 
tice. Letters should be large at the beginning l>ecause large letters 
do not need to be .so accurate as small letters. . . , The steadine.ss 
and a<‘curacy of movement increases greatly with maturity. 

The bibliogniphy which accompfinies Dr. Freeman’s 
article contains the titles of numerous published report.s of 
experiments and investigations which have furnished ample 
data for the deduction of the principles just quoted. 

Two facts whicli seem to offer the best guidance to a policy 
in primary work may be stated as follows: 

First, young children are distinctly lacking in motor 

* Freeman, Frank N.: “Prineiplc.s of Method in Teaching Writing as 
Derived frtmi Scientific Inve.sfigations,*’ chap, i, FAghtemth Yearbook^ 
N.S.S.E. Public School Publishing Company, Bloomington, Illinois, 1918. 
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ability, but tliis ability increases rapidly between the ages 
of seven and ten years. 

Second, modern psychology indicates tliat it is desirable 
to keep any developing skill closely connected with its use or 
application, especially when the learner is immature. 

In picking out “muscular movement*’ and a highly organ¬ 
ized technique for early and insistent emphasis, specialists 
have selected the element in writing which more than any 
other calls for a high degree of motor ability. It is also the 
element which has least meaning and significance to begin¬ 
ners, and which, if stressed, causes the long postponement of 
any real application of the art of writing to childish affairs. 

If Dr. Freeman is right in his conclusion that a speed of 
thirty letters per minute is satisfactory for second-grade 
pupils at the end of the year, then there is no need for anx¬ 
ious pressure in the matter of miisc‘ular movement. If the 
reader will select a sentence or phrase containing thirty let¬ 
ters and then, with watch before him, will try to write it 
slowly enough to occupy one minute in the operation, he will 
realize how moderate the rate is. This rate gi\es the child 
plenty of time to form his letters nicely, to make connections 
carefully, to space properly, and to get a good alignment. 
All of tliese elements are probably of greater importance in 
the early stages than is either greater sjx'ed or a ))arti(‘ular 
type of mu.scular movement. 

In acquiring a skill so complex as writing, it is of course 
impossible to attain mastery over all of the various elements 
at once. Learning how to form the script letters well and 
how to connect them properly as tht*>' occur in words is per¬ 
haps the most fundamental element and the one through 
which an immediate appeal can best he made to children. 
The whole word is the smallest unit of thought, and some 
significant word should be the starting-point for teaching 
children to write. The child’s name may be the first word 
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taught provided it runs more toward the dimensions of Torn 
or Anne tlian of dhristopher or Gwendolyn. If the whole 
name is much too difficult, begin with the initials. There is 
an advantage, of course, in beginning with some word or 
words which may interest a larger group. Something even 
easier than the phrases suggested on page 157 may be used 
at first. Single words to be put on a big chart in connection 
with a health campaign, for example, may be practiced on 
the blackboard. If the value of milk is under consideration, 
such words as co?c, milky milkmariy milk-trainy buttery may be 
taught and afterwards written by individual children on big 
sheets of paper with suitable illustrations cut from maga¬ 
zines and papers. A large scrapbook may serve to encourage 
practice in writing. Cut-out pictures may be grouped so that 
similar objects are on a given page. The children may then 
practice on the blackboard until they learn how to write such 
titles as caUy kittensy big dogsy little dog.ry treeSy irainsy dollsy 
toysy little boye at playy little girls at plai/y little boys at worky 
little girls at worky etc.y after which the appropriate word or 
phrase may be written on large sheets facing the pictures. 

Another line of thought which calls for very simple, easy 
expression is found in making a list for blackboard or chart 
under the heading “What children do to make them grow.” 
The heading is written or printed by the teacher, and the 
pupils learn to write such w’ords as rutty play, worky resty eat, 
sleepy etc. A fuller content bearing on the imporUnce of 
fresh air, the right sort of food, and good physical habits 
should, of course, be developed through conversation and 
pictures; and the latter should be mounted on the chart to 
make more complete the meaning of single words w’ritten by 
tlie children. 

An attempt will be made to describe the steps in a flexible 
method of teaching beginners to w'rite which has been em- 
pfoyed successfully by many primary teachers where an 
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exacting formal system is not imposed. Take, for example, 

the mnkinf^ of .sueh a cliart as the one last mentioned. We 

will as.snme that all the preliminary steps have been taken 

leading to the execution of the plan and that the ehildrim are 

ready to learn how to write a few words partially expres.sive 

of a definite idea. A group is before the blackboard, and the 

teacher writes rather slowly and carefully the word raw. 

“Would some one like to try.?^” A volunteer is cho.seii. 

“ Look at the word. I am going to erase it and write it again 

before vou trv.” The teacher erases the word and writes it 
^ ■> 

again. Again she erases, and the child chosen comes to the 
board and attempts to do just what the teacJier did. If this 
is begun in advanced first or second grade, the majority of 
children in an average class will be able to imitate very .soon 
both in form and movement easy words which they .see the 
teacher write. And notice that tliis is done without a copy 
before them. Mucli greater freedom and fluency are ob¬ 
tained where children learn to write from the visual image of 
both form and movement wliicli tliey carry in mind and 
execute as a unit. The kina*stlietic image of the complete 
movement required to write a word is much more (piickly 
and surely imprinted by this process than by the disjointed, 
fragmentary copying of a word letter by letter or stroke by 
stroke with the model l)efore the eyes. 

Stop pracli(‘e on a word before the childi* n are weary, and 
if neccssarj' come back to it again. At this early .stage, 
allow only the most skillful pupils to attenq)! the final copy 
on a big sheet of paf>cr for tlie chart, because (‘hange to paper 
and pencil tends to stiffen the wholt* process. 

Large blackboard space which one is not afraid to u.se is 
requisite in this method. The feti.sli which demands a 
beautiful, clean, decorated blackboard, with nothing appear¬ 
ing on it except the teacher’s very best .script, print, or 
drawing, must l>c given up. 
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It is necessary in the l)eginning to break up longer and 
more difficult words into syllables, as children cannot be ex- 
pecttxl to get the complete image of form and movement; 
but the whole word, as, butter, should be presented, and then 
the sylhibles hut and ter should be practiced separately and 
united again as soon as possible. Often it is necessary to 
practice making single letters or certain letters in conjunc¬ 
tion where the connection is peculiar, but these smaller units 
are taught in the same way. "J'hey arc singled out because 
they offer special tlifficulty, are written by the teacher, 
erased, and imitated by the chihlren without a copy. From 
the })eginning the teacher helps to analyze the movement 
wiiile preserving its integrity. She may say, “See how my 
chalk goes around and then back, to make this n.” “See 
how I dip down a little from my b before I try to make the 
/*.“ “Watch how I jenn this o to the f/.“ She does not 
hesitate to name the letters when occasion demands or to 
have the pupils name them, and this kind of wanting is an 
excellent beginning of conscious spelling. A well-cotirdinated 
movement in w'riting cannot be developed faster than the 
ability to spell, for the moment one hesitates about the spell¬ 
ing of a word rhythmic movement of course falters and stops. 
In the early stages this control is specific and is secured only 
through increasing fluency in writing knowm w'ords. 

There is nothing original in this method so far as the 
present writer is concerned. In all essential features it was 
in use in the old Cook (V>imty Normal School during the 
regime of ('olonel Francis Parker and has been widely used 
w'herever that influence spread. 

Supplementary exercises, sucli as those suggested by 
(iesell,^ are probably of assistance to children whose co¬ 
ordinations are e.speeially weak, and may l>e of some value to 
aH beginners. The tendency to use small, cramped writing 

* Gescll, A. L. aud B. C.: The Normal Child and Primary Education, 
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is very rarely manifested in blackboard work introduced 
according to the plan indicated above. When paper and 
pencil are adopted later, pupils would not l>e expected to use 
the muscular or arm movement to any great extent until 
about fourth grade at which time intensive training in short 
periods would be begun. In the mean time finger movement 
will be permit Led for two reasons — first, because it is a 
legitimate element in any perfected mode of writing, and, 
second, because we could not j)revent it if we would. The 
only way that finger movement could be eliminated in child¬ 
hood would be to confi.scate all pencils in the world outside 
of school or put the family and the public on oath not to let 
a child toucli one. Ilow can any one suppose that practice 
of fifteen or tw'enty minutes a day in school will counteract 
all the hours which most children spend in spontaneous iin- 
supervised use of pencil and crayon? If a very moderate 
amount of writing is called for in primary grades, and if 
careful supervision is given to what is tlone, liabits involving 
incorrect position and muscular tension need not become 
fixed. 


Mani script WniTiNfi 

A form of handwriting called “manuscript writing" has 
recently been introduced into this country from England 
where it has been very widely adopted. 1 le method is too 
new and the data obtainable are insufficient as yet to form a 
basis for reliable judgments regarding such features as .speed, 
rhythmic movement, and fatigue. (Mose observers arc 
much impressed, however, with the legibility and beauty of 
this writing and the ease with which it is acquired. 

It is not our intention to discuss here either the history or 
the specific character of this kind of writing. It is being 
introduced ex[>erimentally into a number of schools and 
before long reliable data will be available. The method has 
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been regularly taught for several years in the Brearley School, 
New York. In Miss Marjorie Wise came to Teachers 

College from England 
where she had taught this 
handwriting for a number 
of years. She was invited 
to make some experiments 
in the Lincoln School and 
later in the Horace Maun 
School. In the latter 
school at present this 
method is being used in 
all the first and second 
grades and in one third 
grade. 

The fundamental forms 
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of “manu.script writing” 
are somewhat like the 


over 


type called a “library 
hand.” As its originators 
were much interested in 



the a'sthetic side, the 
forms are characterized by 
simplicity and beauty. In 
the beginning there is no 
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Cnurtftiy of Mitt Ata M. Stone 

Fio. 20. The Be<h\ninoof Maniw'riit 
^’rITINH, by \Sr.VEN-YBAR-Oj.DCHILD, 

Bre-vrley School, New York 


attempt to connect the 
letters, but, as greater 
maturity is reached and 
as individuality asserts 
itself, there is a natural 
tendency toward a cursive 
style. This gradual de¬ 
velopment from a type 
that is really hand-letter- 
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ing to a more rhytliiiiic and cursive writing may be seen 
ill the sample shown (Fig. 21). 

Tliere are several different models or slyles of letters in 
use. iVn exercise book showing one style was prepared by 


Q)n ihe eJgc of eucnitw^ wli£n ihc 
Lt^ trf ibe was oothetFcl in 

w paie^-^fven all 

the war lA of lli^. 4|uiclr hocUwoo^ 
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posture. 
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Courtttffo/ Miu WiM 

Fiq. il. Exercise in Manusciupt Writing from an English School 
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two teachers in tlie Brearley School.^ An excellent manual 
is now available. It w'as prepared by Miss Wise ^ and is 
intended as a guide fur teachers. She is also the author of a 
helpful article on the subject published in the Teachers Col¬ 
lege Record.^ 

One noticeable advantage of this approach to writing is 
that children can really use it very early in connection with 
affairs that are important to them and they can readily 
secure very good effects. Another point in its favor is that, 
even though another form of writing should be deemed bet¬ 
ter for general use later, there will always be a place for this 
kind in connection with the preparation of labels, captions, 
programs, posters, etc., where ordinary script is unsuitable, 
inartistic, and often not very legible. 

QUESTIONS 

1. Are there valid grounds for u<*ecpting a strictly logical or<ler 
in teaching handwriting when such api)roach ha.s l)ccn re- 
jt*clcd in other suljjccts.^ 

2. Try the following exi)erin:icnt with a chihl of alK>iit six years 
who has not l><*cn taught to write*. Write an easy word on the 
hla<‘klx)ard and <lirt'ct him to copy it in a space below your 
model. Using another easy word follow the method <le- 
.sc’rihed in tliis chapter in which the copy is erased. In the 
latter case be sure to write rather slowly aiul let the child see 
every stroke you make. Notice especially the differences in 
movement employed by the child in tlie two metliods. 

8. Frt)m infancy there are many things which seem to stimulate 
children to ])rint. Might it be a good tiling to encourage this 
strong impulse toward printing instead of insisting on the 
more difficult cursive writing.^ What arguments again.st tliis 
practice are certain to be raised? 

* Stone. Alu M., and Smalley, E. I.; Manuncrijit: A Uandxcriiing Based 
on Early Models, A. G. Seiler, New York. 

* Wise, Marjorie: On the Technique of Manuscript Writing. Chas. Scrib¬ 
ner’s Sons. 

* Wise, Marjorie: “ Manuscript Writing in Teachers College Record, 
df^xaay, 1924. 


CHAPTER XI 

HOW TO JUDGE OF MATEUIAl^S AM) M^:TH01)S PHOPOSED 
FOR TEACHINC’. BE(;iNMN(. UEADlNli 

The question to he discussed couples tof'ether the rending 
matter intended for beginners and methods to be employed 
because the two are in practice inseparable and mutually 
restrictive. Too often a metliod of teaching reading is 
evolved, textbooks are written which are calculated to carry 
out the method, the method is elaborated juuI explained in a 
manual, and teachers are solemnly warned of the sad con¬ 
sequences of departing from the course therein j)rescribetl. 

Even when authors are not so insistent regarding the 
dangers of using their books in any but the orthodox fashion, 
a glance at the first books in a series will often reveal the fact 
that everything is subordinated to a i)articidjir teaching 
method. l*rimer, first reader, and sometimes the .sec’ond 
reader in the more mechanical .systems, .show that they are 
mere cogs in a big machine. One can readily see that they 
are designed to ])re.sent a, mass of j)rinled matter for a .s}>ecial 
kind of praclice. It is inane, disjointed, uninteresting, and 
often not very intelligible. A normal ff)ur-year-old in a 
family of fair e<lucation is intellectually far i»eyond the con¬ 
tent of such books. 

Should reading matter for beginners be thus entirely sub¬ 
ordinated to some mechanical .system or should it be judged 
and selected in sornewliat the same manner as any real 
child’s book — on its own merits from the standpoint of the 
taste of the owner? Not many years ago this would have 
been an impossible standard, for the reason that no textb'ook 
could have been found wJiich would measure uj) to the re¬ 
quirement. But it is not too high a standard to-day even 
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for the primer. .There are a number of primers and first 
readers which, considering the price, will bear comparison 
with choice gift-books. Several of these newer textbooks, 
viewed simply from the pleasure-giving side, are far superior 
to the cheaper picture-slorj^-books which flood the shops at 
C'hristmas. Can any procedure be considered good which 
deliberately limits children and teachers to poor, silly, badly 
organized material for school purposes and prec'ludes the use 
of the sort of books to which children eagerly respond? 
Surely that procedure is l)est which not only utilizes but 
refpiires, for successful oi>eration, a superior type of reading 
matter — superior from the standpoint of the literary, in¬ 
formational, and a‘sthetic values which appeal to childish 
taste and interests. 

Not only docs a rigid and narrow system of teaching read¬ 
ing employ thin, disjointed material in the beginning; it also 
stands for a negation of most of the .sporit.'meous and inde¬ 
pendent effort of young pupils and of all individmd varhition 
in procedure. With perftHrtion of detail and self-assurance 
which leave little for tJie individual teacher or child to con¬ 
tribute, this wordy, attenuated material is dealt out in por¬ 
tions measured by days, and through much drill of one kind 
or another, determinetl by the nature of the method, little 
pupils are carried along a straight and narrow path. 

It has been remarked often that children who learn to read 
at home, as the result of their own desire, do so largely 
through spontaneous effort and by ihc ujte of a variety of 
mvam. Very often they begin with the a,lphal)et. The 
letter-forms in ])icture-arj)habet b(X)ks, on blot'ks, and 
wooden tMit-ouls interest them, and they take tlie stej) that 
comes first in every new exixTiencc — ask the name of the 
novel object. They spell out words in newspapers, on 
magazine covers, in signs, labels, and story books, and ask 
*some one to pronounce them. Frequently they follow with 
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their eyes the printed page as fm’orite stories and poems are 
read aloud to tliein, noting wliere certain prominent and oft- 
rei>eated words occur. They notice, also, what is jirinted 
under pictures, and where the page is turned, (iradually 
these selections are unctaiscioiisly meinoriztHl, and certain 
words are singhnl out so often tlial at last they come to be 
recognized wherever seen. Alaiiy children are keen enough 
to pierce through the vagaries of the English language with 
only slight assistance. They evidently build up for tliea^- 
selves a working basis of phonetics by making iiunierous as- 
.sociations between words that look alike and sound alike. 
To be sure, tliis type of learning is exceptional, but we should 
remember also that the learner lias been given exceptional 
opportunities. We liave no means of knowing Iiow many 
other children might pass, almo.st unconscionsly, into tlieart 
of reading, if tliey were surrounded by the right stimuli and 
freed from subjection to rigidly ])rescribed and rigidly ap¬ 
plied methods, w'hich leave no jdace or scope for their own 
native out-reachings and responses. 

So widespread is the idea that there must be some one way 
better than any otlier for introducing chihlrcn to the tech¬ 
nique of reading that many parents are afraid to respond to 
children’s inquiries along this line, before they start to school 
or after, for fear of confusing them. Names of the letters of 
the alphabet are taboo, for they have been lold that to learn 
the letter name will interfere with leaniii the .sound for 
which the letter stands. Children must never be allowed to 
print, especially in capitals, for this causes an undue analysis 
of the word into letters, (.’ailing the letters in a word (or 
spelling) and asking what the word* is, likewise endangers 
sound foundational W'ork according to certain authorities. 
And according to those wdio ardently es])ousc the whole- 
thought or sentence method the tendency of children to pick 
out single words should be discouraged. The advocates of a 
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system predominantly phonetic feel tJiat any effort of the 
cliild directed along other lines in the early stages is waste¬ 
ful if not positively harmful, and therefore carefully to be 
guarded against. 

Thus, one avt'nue after another which children have found 
useful in teaching themselves to read is blocked successfully 
in school, supjiosedly in the interests of economy; for, of 
course, if parents have been warned regarding the danger of 
.such irregularities, the school will not offend by permitting 
them. Tcacliers in different places or under different re¬ 
gimes are told that they must print or must not print on 
the board; that they must write or must not write; that they 
must or must not both write and print at a certain stage. 
They are warned never to allow a chikl to encounter a word 
in reading which has not been previously taught, never to 
teach a new wonl by sight if it is capable of phonetic analy- 
.sis or synthesis, never to permit a child to determine a word 
by spelling it, never to tell him a word or always to tell him a 
word which he does not know when reading aloud — and so 
on, with a score of other restrictions and prescriptions. Re¬ 
cently, a supervisor, visiting the room of a newly appointed 
first-grade teacher, glanced about and then inquired 
sternly, “Who gave you permission to write on the black¬ 
board?” The teacher had been a proved success elsewhere, 
but she was either unfamiliar with a few of the details of the 
particular .scheme of beginning reading required in this 
school system, or she dared to think them unimportant. 

It is evident that such conflicting ideas regarding teaching 
beginners to read cannot all be equally sound and good. 

Can Relative Merits of Methods be Judoed at 
Present by Results Obtained? 

Testimony is not lacking as to the superior results ob¬ 
tained in cities A, B, or C by methods X, Y, or Z, and pro- 
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fessional denioustrators are ready to show liow much may I)e 
taught a group of children in twenty' minutes by one system 
or another. Ibit these are only indivitlual and often biased 
opinions. The fact is that data so far secured by the use of 
standardized tests and scales offer very .small basis for such 
judgments. Surveys tell us how much higher on a certain 
reading scale tlie attainments of sc1um)1 D rank than those of 
school E, also by what fraction of a tlegree city .system A is 
inferior to system B, but as yet the specific fac*lors which 
have produced the.sc measurable results have been only 
vaguely discriminated. Very valuable evidence on this 
question might be obtained through the u.se of available ob¬ 
jective standards if they could be extensively a]»plied in 
schools or systems of .schools which have followed consist¬ 
ently for several years radically did’erent |)rocedure.s in 
teaching reading, and if at the .same time all other factors 
were fully known, but such studies have not been made. 

One must also ask, “What is meant by rvsult.sY"' For 
those who claim certain .superior ])roduets of a given method 
do not as a rule l>ave in mind the definite though limited 
values which C'an be measured in first- and second-grade 
standardized scales. 

Still less frequently have the variou.s claimants any real 
proof that their j)uj)ils exhibit greater a<Ivancement than 
others in abilities and attitudes for which we have no ob¬ 
jective measures, sucli as love of readii making good 
choices in reading, knowing how’ to study reading, intelligent 
use of books, wdder range and deeper appreciation of wdiat 
is read. On the other hand, if measurement of these le.ss 


tangible but highly important value.*5 were possible, might it 
not be shown that many children have been rendered in¬ 
different to reading or made to hate it, through the pro¬ 
tracted use of clumsy, unpsychological methods reputed to 
be highly successful? 
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Speaking of the results of his own searching investigation 
of fundamental reading habits, Buswell says: ^ 

While it is evident, from the flexible adjustments which pupils 
are able to make, that more than one metliod of teaching reading 
may succeed equally well in developing mature reading habits, one 
would not expect to fin<l a large niimljer of e(|ually good metliods. 
Certainly tliere can Ije no doubt that some methods are inferior and 
uneconomical. In the light of present school experience no one 
would attempt to justify the pra<‘ticc of using the alp]ial>etic 
method of teaching reading, although pupils trained in this manner 
will eventually learn to read. As has been stated, tlie present in¬ 
vestigation does not yield the type cjf data net'essary for a judg¬ 
ment of methods, and consecinently no attempt has lM*en made to 
evaluate them. It should not be inferred from this that the psy¬ 
chologist is not intcTC'sled in methods. The problem of determin¬ 
ing which methods are superior and which are inferior is large and 
significant. It cannot be solved except by following particular 
groups of pupils through the different stages of growth tow'ard 
maturity. Its solution will require the combined efforts of the 
tcaclier and the p.sycliologi.st, the teac'her trying out the various 
combinations of methods in the classroom under carefully c*on- 
trolled conditions, while the p.sychologist furnishes the scientific 
analysis of results which will show' the degree of progress wliich lias 
been made in each of tlie fundamental elements of reading. 

At the present stage the claim of demonstrated results is 
not sufficient justification for a given teaching process in 
beginning reading, because — 

(1) Claimants usually speak without reference to definite 
standards, and different people seldom mean just the 
same thing by the term “results.” 

(2) Many important products of training in reading can¬ 
not be measured by scales now available. It is par¬ 
ticularly difiScult to measure the quality of first-grade 
reading. 

* Buswell. Guy T,: Fundament(d Heading Habits: A Study of Their Devel- 
vpmeni. Supplementary Educational Monographs, The School Review and 

Elementary School Journal^ no. 21 (June, 1922). 
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(3) Measurement of more advanced reading has revealed 
so far notliing more than a suggestion regarding the 
probable factors influencing the development of cer¬ 
tain qualities. 

Have we, tlien, no secure or reliable basis for judgment? 
Is the sea still quite uncharted after all these years of effort 
to And rational guidance? The case is by no means so hope¬ 
less since psychologists have analyzeil the learning process 
and defined the laws of learning, and since numerous care¬ 
fully conducted experiments ha\'c established certain im¬ 
portant facts in the psycho-physical process of reading. 

Thorndike ^ points out that, in acquiring or improving 
any complex mental function, there are an enormous number 
of bonds or neurone connections to establish or strengthen. 
He says: “Learning is connecting; and teaching is the ar¬ 
rangement of situations which will lead to desirable bonds 
and make them satisfying.” Further discussion shows that 
learning would be immeasurably facilitated if we could know 
exactly the best order for the exercise of particular bonds, 
but that in no single skill, such as piano-playing, typewrit¬ 
ing, or reading, has the best order been determined with 
certainty. In the last-named skill, however, certain factors 
are recognized as very influential. 

Importance of Intere.st and Zeal on the Part of the 

Lf:aiineu 

Interest and zeal on the part of the learner and a feeling of 
satisfaction in the process and in tlie accomplishment of re¬ 
sults are of such high importance that it is safe to assume 
that an order of procedure which greatly lessens, destroys, or 
postpones these attitudes cannot be the best order. For 
example, in teaching children piano-playing it has been 
found that much better success is obtained by starting them 
• E. h. Thorndike; Educational Paychologj/, vol. ii, chap. v. 
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almost immediately with little melodies, instead of requiring 
them to spend weeks and months as formerly on dull scales 
and exercises. Many teachers have their pupils very early 
compose hits of melody themselves expressive of some idea 
or feeling. These changes have been made in recognition of 
the principle that straight attack on skill elements meaning¬ 
less to the child leaves out of account the very influential 
and beneficial factors, zeal in effort and keen satisfaction in 
the results. This satisfaction lies at the bottom of what 
Thorndike calls the law of effect in the learning process. 
Operating negatively, this law causes whatever brings dis¬ 
satisfaction, annoyance, discomfort, or disappointment to 
the learner, to be avoided by him so far as possible, or, under 
necessity, to l)e endured or half-heartedly undertaken. 

It seems clear that in teaching reading we should not begin 
with elements corresponding to scales anil finger exercises in 
piano-playing. Drill in phonic elements, exercises in analy¬ 
sis and synthesis of “families” of unrelated words, the use of 
charts and primers which entirely ignore higher thought pro¬ 
cesses all go counter to the principle just presented. The 
old error of thinking that the logical order in imparting 
knowledge or developing skill must be the best order still 
persists. It is argued that reading, being an exceedingly 
complex process, the numerous habits involved cannot be 
acquired simultaneously or with equal perfection at any 
given time; therefore mastery of foundational mechanics 
should be kept well ahead of all other features. It is true 
tliat the many subsidiary habits wliich compose the total 
unitary habit of the practiced reader cannot proceed at equal 
pace, but they can be made to faciliUite each other rather 
than interfere. At different stages one or another of the 
component habits, such as mastery of word-forms, response 
to phonic elements, quick reading of phrases, and thinking of 
,^ieanings, may need to be es][)ecially emphasized, but it is 
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certainly a mistake in any exercise called reading to ignore 
meanings. Yet many method.s in vogue to-tiay do ignore* or 
greatly neglect for weeks and months* the one element with¬ 
out which there can be no real reading and without which 
zeal and satisfaction rest upon a very weak and temporary 
basis. It is true that the mere process of gaining mastery* the 
increasing evidence from day to day which the learner has 
that he can perform the task in hand and the praise which is 
elicited by his performance, give suflicient satisfaction to 
many children in the very beginning. Hut others respond 
only faintly to such stimuli, and all inlelligent children soon 
grow indifferent if the more fuiidamentid and permanent ap¬ 
peal of intrinsic interest is greatly minimized or postponed. 

WELL-OiniANIZED ('ONTKNT IS EssF.NTIAL TO HlOllT 

Rf:ai)in(j 11 Anns 

There is much evidence that the elementary habits in¬ 
volved in the total reading j)rocess, sucli as word-recognition, 
phrasing, and regular eye-movenierjts. do not operate as 
readily and surely in the absence of well-organized and 
familiar content. Huey * <lescribcs <'xj)criinenls made with 
adults which prove conclusively that a group of unrelated 
letters cannot be read as quickly as a scries of nonsense 
syllables made up of an ecjual number of letters, and that a 
series of nonsense syllabhvs requires mor<* 'iine llian a well- 
constructed sentence of the same length. This is because 
the reader mu.st actually look at every nonsen.se letter or 
nonsense word, w'hereas, in reading matter which has mean¬ 
ing, the eye is fixed for a fraction of a second each at only a 
few points in a line. As is quite generally known now, the 
practiced reader does not really see every word in reading a 
page of sensible matter. The eye moves more or less regu- 

* Huey, E. B.: The Psychology and Pedagogy of Reading. Mucmillan. 
1908. 
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larly from point to point along a line and sees clearly only a 
short distance from each fixation point. The mind holds in 
consciousness what has just been read, seizes upon what is 
seen in a fixation pause, gets a lunt here, a clue there, and 
instantly fills out and integrates the meaning from all of 
these elements. In fluent oral reading, the eye is always 
well ahead of the voice. Attent ion and thought pull the eye 
along, so to speak, in its pliysical work. It is clear, then, 
that interesting ideas, continuity, familiarity, and common, 
idiomatic English construction, all tend to facilitate the 
process. These elements have the effect of reducing the 
number of eye-pauses per line and shortening their duration. 

Among the clues which catch tlie eye and attention and 
aid in the total reading process, Huey mentions the percep¬ 
tion of characteristic word-forms, dominant letters in a 
w’ord, simple phonetic elements, accustomed grammatical 
structure, and expectedness of ideas arul events presented. 
No matter liow easy a page of printed matter may seem, it is 
difficult to read if it is weak in ideas, if thought is confused, 
if the usage is unlike ordinary English, and if the words 
employed all look a good deal alike — if, in other words, 
they lack dominant characteristic form. 

Almost all of the older primers and first readers were 
marked by several or all of these defects. A generation or 
more ago beginners encountered lessons like the following: 

Do we go np? 

Wc do go up. 

So we do. 

Do. as we do. 

So up we go. 

The idea was to make tlie first lessons easy by employing 
only two-letter words, since the children were obliged to 
learn to spell every w'ord in a reading lesson. The spelling 
• may hav^e been easy, but the reading was hard. 
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The following is a primer lesson in which phonics is the 
main idea. Even an experienced adult reader is likely to 
hesitate and stumble more or less over matter of this sort 
and to read word by word rather than in larger units. Many 
of the words look so much alike tliat it is ea.sy to confiLse 
them, and there is no welding togetJier of words into large 
thought wholes. There is so little relaledness between the 
sentences that one <Ioes not in any way suggest the next. It is 
impo.ssible, therefore, to antici])ate anything that is coming, 
and both eye and thouglit tend to move at a plodding rate. 

May is on the col. 

It is II hot duy. 

It is loo hot to play. 

May is in a cool spot. 

Dot is with May. 

Dot is May’s cat. 

May’s cat is fat. 

See Dot play with May’s hat! 

With material in w'hich ifleas have been so completely 
subordinated to a reading technitiue. it is impossible really 
to think. The more one tries to think, the more confu.sed 
one is likely to become even in tlie mechanical reactions. 
Merely call off the words in tlie follow ing .selection from the 
Ward Primer * and all goes fairly smoothly. IVy to think 
about it and a practiced reader w'ill r^fien hesitate and 
blunder: 

The girl is not 
like the dog. She 
i.s like me. She looks 
like me. 

Well, 1 like the 
girl. 

Are the boy and 
the girl wt‘ll.^ 

^ Ward, E, C*.: The Rational Method in Reading, Primer. HKt7 edition. 
Silver, Burdett & Co. 
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He is well; she 
is not. 

She looks well; 
he (Iocs not. 

I.KK>k at mo, girl; 

Are you well.^ 

I am well, l)oy. 

Do I not look well? 

You do look well. 

It is impossible to get any clear idea regarding the girl’s 
health and it seems to be best not to think about it. Chil¬ 
dren attempting to read sucli material are practically forced 
to mere word-calling. The Ward readers w^ere in their dtiy 
a very successful series, but they were published when less 
empliasis was placed upon content than at present. 

The next example is not from some antiquated book, but 
is a more than fair imitation of a type found in primers of 
to-day wdiich are widely used and warmly defended. The 
subject is more interesting than in the preceding examples, 
and attention has been given to natural phrasing so that 
groups of words belong together and can be learned together. 
This lesson lacks, however, many of the elements especially 
condiiciv'e to good reading habits. 

(\)me and see my garden be<l, 

Sec‘ my flowers, blue and red. 

See my garden IhmI. 

See my red flowers. 

See my blue flowers. 

Come! See mv blue and red flowers. 

Come and see my garden. 

C'ome! Sw my garden bed. 

See my flowers! 

S<*e my blue flowers and iny red flowers. 

Come and see my garden bed. 

Come and wx?! Come and see! 

See my blue and red garden bed. 
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The “story" wliicli follows tlie couplet is clearly practice 
material contrived for the purpose of wringing every possible 
recombination of words and pliruvses out of lhos(‘ contained 
in the couplet. Nine different words are nuule to serve 
as the vehicle for a page containing a total of seventy-one 
words, and a single small idea is s[)read so thin that there is 
no forward-impelling seciuence in the relation of the short 
sentencQji. The selection can be read backwards just as 
well as forwards: that is, the sentences may be reatl in re¬ 
verse order without impairing the .sense at all. Alternate 
lines may be omittetl altogether, or sent(‘nces may be thrown 
into any random order you choo.se for oral reatling, and your 
audience w*ill not know the difference. 'I'his shows, of 
course, a very inferior kind of organization, and it seems 
clear that the higher reading habits are being greatly sub¬ 
ordinated to the lower. 


Unduk Insistp^nce on Tnoiioi'cjHNEss MAY Imcede 

Puck ;r ESS 

Tlie notion that five or ten words niu.st be known pfrjcctly 
in a very narrow settijig before a chihl may be jaM’initted to 
go forward and encounter any more words is the cause of 
much of this weari.some reiteration. Those who hold this 
view have left out of account two important considerations: 
first, that repetition with variety is better 'han ntonotonous 
repetition because attention is stronger, and, s<‘<'ond, that 
out of multiple as.sociations the right reaction is more likely 
to come than from a single association. 'Fo illustrate the 
!’,.st point" - if the word blue is a.'*.sociate<I with .sin/, flaff, 
dres.'}, birdy sled. Boy Hive, etc,, in interesting relations, it is 
more likely to be recognized and remembered than if linked 
up with floirers only. Any method which recjuires intensive 
and protracted work on a very small number of words, and 
forbids the introduction of new and stimulating ideas until 
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these are i)orfectly mastered, is undoubtedly sacrificing 
higher v^alues to a wrong conception of thoroughness. It 
may be that mere Word-acquisition also progresses at a 
slower pace than is necessary. 

C^ompare with the above selections the following simple 
version of a [)opular old folk-tale intended for early use with 
beginning classes: 

An old woman found a sixpence. 

Slie wanted a pig. 

She said, 

“I can get a pig. 

1 can get a pig with the sixjjence.” 

And she di<l. 

The pig came to a stile. 

Tlie old woman said, 

“Pig. pig, get over the stile.” 

The pig .said, 

“1 won’t get over the stile.” 

And he ran away.‘ 

Here we have repetition, wliich is an inlierent part of the 
literary structure. The language approximates that in 
everyday use; there is sequence and consequence in the 
events; and this closely knit stnicture is an aid not only to 
thinking about wdiat is read, but to the more automatic re¬ 
sponses incliuled in the reading process. This selection can¬ 
not be read backwards nor can whole phrases and sentences 
be omitted. There are many clues and cues (to use Huey’s 
expression) whi(‘h aid in quick recognition, such as: char¬ 
acteristic word-forms of different lengtli to catch the eye; as, 
Jtixpence, wonian^ stile, pig, etc.; idiomatic word-groups or 
phrases; an inevitable sequence of events; for many pupils, 
a previous acquaintance with the story; opportunity for 
thought-conveying illustrations. Such features help atten- 
•' Free amt Treadwell: Reading-Literature Primer, Row, Peterson & Co, 
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tion to move forward securely across tJie line of print and 
favor the habit of reading in larger units. 

Even where excellent stories of this type are used, some 
textbooks follow them up with a quantity of drill material 
using the same vocabulary. A story is twisted and turned, 
chopped up and retold in a wearisome manner, the intention 
being to insure the instant recognition of every word and 
phrase iQ a changed relation before a new story is taken up. 
Such an exaction soon converts a good story into practice 
material more objectionable, if possible, than that cited 
above. Where this plan is followed, it is quite common to 
spend six w^eeks or more in drill (usually twice a <lay) on the 
vocabulary of one story, recast with such inane reiteration 
as the following: ^ 

“1 can get a pig.” sai<l the woman. 

Said the old woman, I <*an get a pig.” 

“Willi a six])enee, 1 can get a ])ig.” 

She did g(‘t a pig. 

She did gel a pig. willi a six])enee. 

The old woman <'ame to u stile. 

The pig earne to a stile. 

The old woman ami the pig came lo a stile. 

Kle., etc. 

This dull repetition is (juite unnece.s.sary, since good story 
material can alw'ays be ajiproached from .some new' angle. 
Suppose the story in the textbook is ‘ ' he Gingerbread 
Boy.” At the time the children are w'orking on this story, 
the making of gingerbread boys becomes a pojiular enterprise 
and simple accounts of the associated activities offer abun¬ 
dant repetition for a large part of tlie vocabulary. 

If a domestic .science laboratory is available, primary 
teachers often plan and put through the actual baking of 

‘ Since the original form of “The Old Woman and the Pig” was taken 
from the Free and Treadwell Primer, it should l>e statc<l Uiat this garbled 
version does not come from that book. 
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enounli cookies for the class. The children work with the 
teacher in small committees helping to mix, roll out, and cut 
Uie cookies. As a part of the experience such reading matter 
as the following is evolvetl: 

We are going t() make gingerbread boys. 

We will make thirty hoys. 

We will cut them out 

and ])ut them in the pans. 

Miss will ])nt the pans 

in the ovimi. 

Our gingerbread boys cannot run away. 


We made giiigerl)rea<l lM>ys today. 

We made thirty gingerl»read lM)ys. 

We cut them out. 

We put lliem into pans. 

IVliss put the pans in the oven. 

Siie took tlie puns out. 

Our ging(Ti)read boys did not run away. 

My boy is bro\Mi. 

H(‘ is a good gingerbrtUKl Uty. 

1 am going to eat you. gingerbread boy. 


If the actual baking of cookies is not feasible, the .story 
may he told in tlie sand box and certain features may be 
described in language and reading exercises. For example: 

I made a eluy Ixjy. 

lie looks like the gingerbread lx)y. 

I inach* a elay dog, and a eat 
and a fox. 

1 made a road in the sand. 

Jolui made a house blocks. 

A little old woman and a little old man 
live in the house. 

The gingerbread boy is running away. 

Etc., etc. 
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Avoidance of All Analysis and Drill may Lead 
TO Ineffk'IENt Habits 


The desire to avoid a rij;id and narrow procedure and the 
belief that “ tliorougliness ” is often overdone has led in some 
quarters to a praetic*al abandonment of any kind of orderly 
and definite plan for teaching; bef^inning reading. An easy¬ 
going optimism seems to say tJiat if enough attractive, easy 
books are jdaced before children, and if otlier skillful stimu¬ 
lation is furnished, they will find their way into the art 


chiefly tlirough meinorization of stories and repeated loca¬ 
tion of words. There is no evidenc<‘ that the majority of 
beginners will make normal and sure |)rogress in acquiring 
the various controls es.sential to good reading habits willunit 
very careful and intelligent guidance and training. On the 
other hand, there is a good deal of evidence that long-eon- 


linued use of a oiu'-sided method such as children are likely 
to .stumble upon often .sets up a kiiul of eyc-mov ernenl quite 
unlike that of the eflicient reader and gives a misconception 
reganling the reading proc^ess very hard to correct. 

A misapplication of the priiwifile of pupil initiative in be¬ 
ginning reading and the premature emphasis on choice on 
the part of young pupils invite disa.ster also. The desire to 
read orally in a .social situation may stimulate a child to 
choose and to drill himself upon a selection vhif’li he is not at 
all ready for and which he (‘annot in any true scn.se read. 
The teacher, the mother, or a more advarwetl t)UpiI hears the 
child practice the .selection a number of times until he is 
ready to offer it Ix^fore the group. • The story or t)oem is 
pTact\ca\\y memomed and tew ot i\\e separate words are 
really known. If this goes on for long without adequate 
training in word-recognition, phra.se-reading, and following 
the printed line in the correct manner, there is a fair chance 
that the child will develop into a case calling for remedial 
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work. Pupils have been known to advance into the second 
half of the second year still under the delusion that memori¬ 
zation was the main element in reading. 

Important Indications of Recent Experiments 

A unique contribution to the que.stion under discussion 
has l>een made by (iuy T. Buswell * in an investigation de¬ 
scribed in (’hapter III of the monograph previously men¬ 
tioned. Tliis chapter is called a “Detailed Analysis of First- 
tirade Reading.** While the author disclaims belief that the 
experiments des<Til)ed have settled anything regarding rela¬ 
tive merits of different methods of teaching beginning read¬ 
ing. <‘ertain ictidrrtcieft of these methods are clearly indicated. 

The cxj)eriment was with first-grade pupils from two 
schcM)ls in wliich different methods of teaching beginning 
reading were eiiij)loyed. One class was in the Chicago Uni¬ 
versity Elementary S<*hool and the other was in a neighbor¬ 
ing public school. 

The essential points of contrast t)et\vcvn the two methods are as 
follows: I'he public .sciiool eiuphusize<i word-analysis and recogni¬ 
tion uImivc evcrytliing else, giving a very large amount of drill in 
this element. It attempted to stimulate an altitude of interc.st 
1t»wur<l the sehH'tion to he rea<l, hut not hy telling it in the words of 
the text. The rniversily School placeil the chief emphasis upon 
.swuring a (•orri’ct reading attitude hy whi(‘h the child would look 
for the meanings in the selet'tion. It did this hy letting the child 
ineiiiori/e the story before reading it. 'I'liis was followed by phrase 
and word <irill, but with much le.ss attention to words titan in the 
public school. The University School also gave more opportunity 
for silent study of the story to be read. In summary, the public 
school method emplutsjzed mastery of meehanics; the IJniversitj' 
S’hool emphasized the process of fusing the words and phrases into 
uietmingful units. 

* Busw'ell, liuy T.: Futulamentnl Readijtg Ilabita: A Study of Thrir Re* 
wlopment. Svippkmeutary Educational Monographs, no. 41, chap. ui. 
the School Ketku' and FAmnUnrn School Jouml, June, \W3t. 
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Photograplis of the eye-movements of I H pupils in oral 
and silent reading were taken during tlie seventh, thirtetmtli, 
and seventeenth weeks of the school year. Similar records 
of the IA pupils, made at the same time, represented a school 
experience of twenty-five, thirty-one, and thirty-five weeks. 
A dictaphone was used in c*onnection with oral reading, and 
this instrument gave clear evidence regarding all hesitations, 
omissions, miscalled words, and substitutions, as well as the 
degree of rhythmic plirasing attaineil. The full ai*ialysis and 
graphic representation of these records is very interesting 
and significant. The following passage gives a brief sum¬ 
mary of results :' 

By nicuiis of ihcso rU'tailcd <*asc analyses the iiiiiiH*<liute out¬ 
comes of two eoiitrusting metluxls have Imsmi shown. If the pri¬ 
mary emphasis is |>laeed upon word-r<.‘t‘ognition, theo\it<‘ome is tiie 
ability to follow the printe<l lines, to proiiouiur all the w()rds. hut 
to display no vital <'oneorn for the c’onteut. It produces what i.s 
familiarly <*alled wor<l-rett<liug. 'I'liis is not tlie <‘omplete attitiale 
of the mature reader. The metluxl g»H*s far in th<* development ot 
word-recognition, an clement whu-h all ]>upils mii.st ultimately <h^ 
velop. It leaves much to be done in scs'uring ati altitude of reading 
by thought wholes. 

On the t>ther hand, when the chief emphasis is plae<H] upon the 
thought and the story is jnemorized, the pupils do develop a vital 
concern for the content, but develop m<»ri* slowly in word-nvogni- 
tion and in ability to follow the lines. 

Neither method should 1 k‘ judge*! by the outeiunes at the en*l of 
the first semester. The }>urj)ost‘of analy.sis is t« indicate that the 
two metliods start out by different roub's, one empha.si/ing words, 
the other emphasizing content. Ultimately the pupils must be¬ 
come mature in both. The imi>ortant fact is lliat the teoc-her 
recognize that the adoption of cither rnetinxl means the carrying 
over of the undeveloptnl elements to a hij^ier level in school. Tiie 
selection of a method re.solves itself into a (piestion of which ele¬ 
ments shall be developed first and what shall be the rate of <leveloj)- 
ment. Ultimately all the fundamental elements must be carried 
to maturity. 


^ Op . cit ., p. 7i. 
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What Skhvick should Phonic Exehcises Render? 

There has liecii imicli discussion of the question “Phonics 
or no phonics? ” in teaching readin^^. For schools in general, 
prohahly the more valid c|uestions arc, What phonics should 
be taught ? and when? and how? Few people believe that no 
training whatever should be given in word-analysis and in 
the sound valiu's of letters and other phonograms. Those 
who argue that <‘hildren of an earlier period learned to read 
by the alphabet method without phonetic drill forget that 
contemporary with this method was the speller with its a-fe, 
ah: eh; i-b^ ih; etc. And those who claim that children 

learn to reatl wholly by the unanalyzed recognition of words 
and ])hrascs in e.vtensive reading have in mind individual 
children and small selected groups rather than large mixed 
classes. 'I'he fact is that these rhildren who are saitl to learn 
to read without phonics have simply bwn unusually clever 
in loirning the fundamentals of Kngli.sh sound structure. 
They have tlone alone what most children need some aid to 
accomplish economically, '^riie fact, however, that a con¬ 
siderable number of chililren do make many of the.se deduc¬ 
tions almost unconsciously, and get very early a working 
knowledge of phonics, ought to cause us to look with .some 
suspicion on highly elaborate and long-drawn-out schemes 
for systematic drill. Without doubt large miml>er.s of chil¬ 
dren are being subje<‘te(l daily to the.se logically detailed 
.systems who would do better in the long run if the mechanics 
were much reduced. While there is little evidence Uiat at¬ 
tention to mechanics can l)e entirely di.spensed with, there i.s 
much reliable evidence that a high level of w-ell-balanced 
attainment can l>e .secured with a very moderate amoiuit of 
this type of instruction. 

Ail w’ork in phonics should be deferred until children 
Jiave a clear conception of the function of printed words and 
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sentenc'cs. They sliould be able to use this new skill in 
really getting thonglit from blackboard lessons,charts,cards, 
signs, and tlie first lialf of primers, In^fore any stej> is taken to 
attract attention to more minnte elements. 

Any method which does not allow in the beginning an 
extensive acquaintance with word-wlioles encoimtereil in 
meaningful <*ontext is form! to confront young children willi 
long lists of quite meaningless words for the sole ])nrpose of 
picking tliem to pieces. Tlie newest and most ex|>loited 
phonic systems, as well as tlie old. offer for drill sncli words 
as jib, cud, bond, hilt, nape, fad, fume, mete, dote, rim, quell, 
quip, boon, mood, pam, lax, quench, prim, brief, .svyafV/.v, mute, 
wend, woe, moat, clop, loin, foil, punt, gram, braeh, hath, bane, 
wen, miuie, etc. 


.\iialytical work should not be dour for Its t>w ii sake; no won! or 
))ra('tir<' slioid<I )h‘ iiitrodticrd fiir the sakr of llu* systriii, a roiniiioii 
drfiH'l of in(»st phonetic ))ra<’ti<'r.s.’ 


With a little delay and moderation, school life (including 
experience with books) will furnish plenty of familiar and 
significant words for necessary analysis and classification. 

It is generally concedeil by those who have made the most 
searching investigation that consciousness of the meclian- 
ic.s involved actually interferes with the reading prrwess. 
Judd - says: “Alechanical training does, indmJ, temporarily 
prevent the pui)il from understanding tlie : leaning of pas¬ 
sages. Mechanical training would not be justified if <iistrac- 
tion.s could be avoided by ready recognition of worils.” 

Incorrect or exaggerated sounding of words, and drill out 
of proportion to use in thoughtful reading, tend to set up 


* dates, Artliur I.: The Psychology of Heading ntul Spelling unlh Special 
Fteference to lyisalnlily, p. 45. Trwhrrs (’ollffie, C'ohinihia t'nivtTsily, 

* Jud<k f'harles li.: Reading: Its Nature and Development. Supplemen¬ 
tary Efiiicatioiiul Monographs, vol. ii. no. 4. 
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useless and uhnoniial reactions of speech organs in both oral 
and silent reading. Tlie tendency to lip-reading is esj)ecially 
strong in c*fiildren overtrained and badly trained in phonics. 

In a recent investigation of reading disability Dr. Gates ^ 
sums up some of these undesirable results: 

liiappropriate forms of phonic, phonetic, or other types of analytical 
training result fretpuMilly in unfavorable types of perception and in 
otlicr ineffe<‘tiv»- hal>its. For example: 

a. Super-sunieieiit reuetion to details of wonls, resulting in slow, 
laborious reading, in a variety of errors, in inability to grasp 
suflieiently large units of words, and in inability to attack long 
words efhs’tively. 

b. Placement <if emphasis on wrong eharaeteristies of wonts, or 
dividing w*)rds in ways inefftsdive for rea<ly rwognition. 

c. Progressing by too small units \\hi(‘hmay lead to inappropri¬ 
ate habits of vyc mov'cnients. 

d. Habits of too explicit articulation which may lead to an in¬ 
hibition of the development of spc'isl in silent reading. 

e. Habits of reacting primarily by efforts to pronouiu'c ae(‘urately 
which may lead to inadeejuaey of eornpreluMision. 

f. Habits of not haiking ahead in reading, i.o., too narrow eye- 
voice s[)an. 

There are .systems of teaching reading whicli rest almost 
wholly upon an elaborate and exhaustive training in phon¬ 
ics. There are oilier inethoils which greatly sidiordinate the 
phonic work and jjresent very gradually the most funda¬ 
mental elements as means toward getting control over 
worth-while reading matter. It is a noticeable fact that, in 
tho.se centers whicli ha\ e been most influenced by the nu¬ 
merous .scientific contributions to the teaching of reading, 
plionic work is of the latter type. 

There is one im|)ortant pliase of phonic work which re¬ 
ceives, as a rule, very little attention either in theory or in 
practice. The great service of proper exercises in developing 

^ Gtttes, A. 1.: fJp. eii., p. 90. 
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pleiising tone, pro[)er breath control, clear, clean-cnt enun¬ 
ciation, and correct proiuinciatioii is almost coinpletel.v lost 
sight of in the (‘onstant agitation regarding phonics us a 
means of teaching reailing. There is much to lie learned 
which would benefit normal children from a study of cor¬ 
rectional work in speech defects. It should be the aim of 
teachers of normal children to eradicate by proper exercise 
those defects which are due to easily controlled causes. 
Gesell * offers sonic very helpful suggestions for this type of 
phonetic work with normal children. 

WlIAT IS THK RkLATIVK lMl*f)HTAN< K OF SlI.KNT KeADING 
IN FiUST and SK(OND (iUADES? 

Reasons for tlie jiresent emphasis on silent reading from 
the fourth grade on Jiave been forcibly presented in nu¬ 
merous recent discussions of the subject. Many experi¬ 
ments and investigations have been mad*^ and ample data 
have beiMi presented to show conclusively that silent reading 
is more efficient in every way than oral. It is now (juite 
generally understood and accejiled that much time has been 
wasted in drilling upjier-grade ]>upils in oral reading, and the 
tendency, therefore, is to give much careful training in silent 
reading, since that is the type chiefly calleil for in daily 
life. 

To w’hat extent .should the work of the lover gracles b<* in¬ 
fluenced by this movement? Are there differences in condi¬ 
tions and needs in the early stages of the reading proce.ss 
which call for different evaluation of oral and silent reading? 

It .seems that many of the arguments that liav'c influenced 
the present trend in upper-grade reading are not valid for 
the earlier stages. We will examine .some of these points. 

1. Silent reading w more rapid than oral. 

Thi.s only begins to be true at about third grade. Ac- 

* Getfell, A. L. uud D. ( The SitrmaJi Child and Primary Ednratum. 
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ccmlitig to dray’s summary * of various investigations, “The 
rate of silent roaclinj; surpasses the rate of oral reading be¬ 
tween the second and fourtli grades.” 

Stone 2 says: 

The rule of oral r<‘mliiig is net'essarily liniite<t l>y the niusenlur 
ac'tivities involved in articulating and pronouncing, ^\hile silent 
reading has no siudi liniitalion. In the primary grndi's the rate at 
wliich the i>u)>il <‘an interpret tlie meaning of th(‘ .symlads is not 
greater, and sometimt's even less, than the rale of \oeulization in 
oral reading. Jhit some place in the development of the cliihl’s 
n'ading ahilily, prohahly about the emi of the thir<l gratle >\ith the 
average pupil, the rate at which the pu]>il can <-omprehend in silent 
reading <*X(*(‘i‘<ls his articulation rale in oral reading. 

Jt has Ix'en found that in the main pupils who do well in oral 
reiiding do well in silent reading. This probably means that the 
develt)pment of smooth, fluent oral reading in tlie primary grade's 
is tin important aid in the tievelopment of pre>per e-.M'-inovement 
habits in silent r<‘ading. 

2. The cijv-roicc span is shorter in oral reading than is the 
span of reeofjnition in silent readimj. hence there are more fixa¬ 
tion pauses. In eonsetjuenee oral reading tends to set up in- 
effeetirc epe-morement habits. 

Again, this dot's not .seenn to be an important factor below 
fourth gratle. Dr. Ihisvveirs ^ figures show how slight is the 
ditference tlirongb Ibirtl grade. The pre.seiit writer has 
combinetl Dr. Ihiswedl's “drade Aledians for Eyc-Move- 
inents” .so as to make a clo.ser compari.son of rate, etc., 
in sihnit and oral reading. Only tlie data for grades I H 
to IV A inclusive are u.sed licre, althougli the authority 
quoted gives the facts for eaeli scliool grade. 

* dray, \V. S.: “Priiiei|iU's of Method in Rending.” N.S.S.E. Eighteenth 
YearlMHik, jiart u, j*. 41. Public'School Fhihlishing Company, 1922. 

^Stoiu', (’. R.; Silrnl and Oral Reading, pp. 24, 2J. Houghton Mifflin 
Conipan\, 1922. 

♦ • Op. cit., pp. 109 and 1U5, 
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Table VII. Grade Medians for Eye-Movements 

Average numln’r of fi.vat ion k />er line in silent anil oral reading 



1 H 

1 A 

i 11 A 

1 

111 A 1 

IV A 

Silent Reading 

18.0 

1.5. j 

1 

10.7 

8.9 i 

\ 

7.11 

Oral Reading 

] 

10 i 

1 1 

1 t..j 

12 

1 

10.4 1 

10..‘1 


The ahovo table means that median I H pupils averaged 
IS.6 eye-panses per line when reading silently and 10 eye- 
paiLses per line wlien reading orally. It will be noted that 
the .showing in this respeel is Iw'tter for oral than for silent 
reading in tirades I H and 1 A, and that silent reading lias a 
slight advantage in tirades II A and III .V and a eonsiderable 
advantage in Grade IV .V. There is a siejidy improvement 
in the funetion in both types of reading from the .second 
gratle on. 


1’Alll.K VlII 

Aiiraijr duration of fixations in silint and ora! reading 



1 It 

I \ ! 

II A 

: HI A 1 

IV 

Silent Reading 

10. :> 

10.8 

9.1 

’ 7.9 

I 

0.7 

Oral Reading 

19.2 

12 8 

9.8 

10.1 

7.7 


In the above table, IiMiglh of ^ixation.^ ere expressed in 
twenty-fifths of a seeoml. That is, the avei.ige duration of 
eye-pau.sc for median pupils in tirade I B was 10..5 twenly- 
fifths of a .sccoml in silent reading and 19.2 tw<‘nly-fiflh.s of 
a .second in oral reading. 'Phe advantage of silent over 
oral in tJiis r€*sj)eet is .slight even in fourth grade, 0.7 for the 
former and 7.7 for the latter. 

Any one suffieiently interested in the evidence to eon.sult 
the original monograpli will find that, in the matter of re- 
gressive eye-movements, silent reading is not superior to 
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oral in grades below tlie fourth. By regressive movements 
is meant movements and fixations backw'ard along the line 
to pick up the thread of thought, to correct or verify an im¬ 
pression, or to puzzle out some difficulty. 

The material used in these reading tests had an average of 
almost exactly nine w ords [)er line for all grades. A glance at 
Table VII shows that in all primary grades the median num¬ 
ber of eye-pau.ses per line is equal to or greater than the num¬ 
ber of words per line. Tliat is, on the average, pupils up to and 
including third grade, fixate on every word and fixate more 
than once on some words whether reading silently or orally. 
So long as the learner is at this stage, probably just as effect¬ 
ive help can be given through oral as through silent exercise. 

Thereareolher reasons, Imwever, why silent rcadingshould 
reeeiv’^e a fair amount of attention in lower j)rimary grades. 

1. The real significance' of the art of reading is impre.ssed 
when beginners see that eye and mind unaided by voice 
can get frtun the printed page directions, instructions, 
and intercstitig ideas. 

2. jMeans of .self-help can be ])rovided in silent reading 
better than in oral. 

8. In group work, all the children can be more active all 
the time in silent than in oral reading. Excrchses in 
quick recognition are easy to conduct insuring alert 
concerted effort. 

4. ('hildren nml training in silent reading since the latter 
shouhl not be like oral reading merely rendered in¬ 
articulate. Lip movements can only be suppressetl 
through })roperly directed silent reading. 

5. After good habits have l>een started, silent reading 
offers the best means for children to advance at their 
individual rate. 

Sources of good material for silent reading are mentioned 
in the next chapter and in the Appendix, but no one need 
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depend entirely on piiblislied nmterial. Any alert and 
thoughtful teacher can easily prcalut'e exen’ises for beginners 
especially well suited to her own i)upils. Some of the Horace 
Mann teachers are using whal the cliildreii call tlicir ** Study 
Book.” This is a blank book or a loose-leaf book in which 
are inserted printe<l questions or directions whu-h the chil¬ 
dren are to read and respond to in the appropriate manner. 
Stune of these call for pictures to be drawn or colored and 


Make a picture 
of the old woman’s 
home. 



Flo. 22. An Exek< ise fn Sii.ent Ueatuno 

This ia one of a wries of tJiwliimn rolutinff to a Mtory the fliiMri'fi nre 
miHing. They »''<* expectefi to rend the diri-rtion iiilent ly, auk no (jiieHtioiM, 
make no rammenU, but draw a auiUble picture. The pnntinff wm flcmc 
by the teacher using Superior Type Outfit No. 17. 
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others ciill for cut-out parts to be arranged and pasted. 
When tlie children have learned to write or print, questions 
rc(piiring ji few words in reply are included. Figs. 21 and 
22 show examples of this home-made materia] Liken from 
the book of a first-grade child. 


Did Grandfather give the Twins some rabbits? 


Did Mother tell them to keep them in a pen? 


XeS 


Did the rabbits always stay in the pen? 



Did Mother ever see the rabbits again? 


Did the twins break the clothes basket? 


Ms 

tJo 


Did Mother fall into the clothes basket? 
Did thr rabbits eat some of the vegetables’ 



Fio. 23. An Exercise in SnJSNT Rfadivo 

Thr q»ir»lii»ns lire «»ii h oorlHin part of Thr Diilrh Twih.i /’rtm<r They 
wrrr (fivoii to udMiticoil lirMl-ftrikdc piipiN w ho hud leartKMl to print YE.S 
and NO. The kpie^lioiis were printed l>.v the teueher, who used in (his 
en.ie n typewriter having extni hirfre In the idiove h^iire, thiM t>(ie 

is mneh reiliiriHl m nw 


V.MiiKi) PirnrosKs in Rr.AniNti shoi ld iik Mt:t 

('onsidoring the varictl ii.scs to which the art t)f reading is 
put as soon as a fair degree of skill is obtahuMi, it seems un¬ 
wise to limit to the field of literature the material u.sed in the 
first two school years. We read both for pleasure and for 
information, and our pleasure-reading is not all of one kind 
or, at least, it shouUI not be so narrowly chosen. But since 
so many good literature reading texts have bei'ii supplied, 
there seems to lie a very strong tendency to neglect all other 
4ypes of reading matter during the early primary years. No 
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one doubts the keen interest wliich iilniost nil ehihlren have 
in the best fairy- and folk-tales, but this is not an exc*hisive 
taste and they enjoy also stories of other eliildrt'n or realistic 
stories. They like also to make records of their mvn doings 
either for future reference or to take home to read to others. 
These home-made stories may be the forenimi(*r of informa¬ 
tional reatlin^ in higher j?rades alonji; tlie line of science, his¬ 
tory, and current (‘vents. Many succvssful ti'achers s<‘eure 
a ^ood part of their readinjif matter for the first eijjht or ten 
weeks from accounts composcMi by the children of the many 
interesting' and valuable activiti(‘.s in which tliey are enj'a^i'd 
from day to day. Here are llirt'e pa; 4 :es of a Ireasun'd book 
made by first-^rade children. The rep(‘lition and cadence 
in the third seh'ction make* it particularly suitable as an 
early rc;idin^ cxen-ise. 

On the 11 Vi// to tlir Form 

Wr <Tossed t lie Hudson lli\ er. 

^Ve passeil sonic beantiful woods. 

\Nc w.Til tel I (o j^'a tiler leaves. 

We fiasseil a field fail of cows. 



Fig. 24. A Farm Experience, First Grade, Horace Mann School 
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Wo passed fiel<ls of corn. 

I'lio corn was turning brown. 
Wo saw a large liouso. 

Then we were at the farm. 

The Animals 

We wont into the barn. 

Wo saw tlio big horses. 

Wo gave them hay. 

W(‘ wont up int») the hay loft. 
W<* wont to the pig ])on. 

Wo saw tlio fat pigs. 

Wo fod the hens and dnoks. 
Tlioy all help tlie fanner. 

Ho liolps us. 

Ho .sends us food. 

AVo have bot‘n out 
in tlio garden to-tlay, 

(ialboring tlowors, 
(iathoring flowers, 

AAo have boon out 
in tJie garden to-day. 



Fig. 25. In a (Garden. First Grade, Horace Mann School 
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We have been out 
in tlie #?ardeii to-day, 

Gatliering smls. 

Gathering seeds. 

We have been out 
in the gur<ien to-day. 

The following is part of tlie record of rich play-work ex¬ 
periences in the first grade, Horace Mann School, Miss 
Agnes Burke, teacher. One feature was the pleasing little 
booklets which contained accounts of the activities, with 
snapshot illustrations, 'fhe teacher prinU^d the st<»ries using 
SuiKsrior Type Outfit. (Sec Appentlix.) 



Fiu. A Playiioi'hk Bni.TOF iti.(x*K Fiasr (iitADi:, 

IfuitACK Mann St fitx>r. 


Our PlayhouHc 

We njatle our liouse. 

Dt> you like it ? 

Wiiliuin made the cuplK)ard. 

(lihson and Waller made the winrlow l)ox. 
George made the table. 

The Iwys made four chairs out of lK>xes. 
The girls made the curUiiiis. 

We like to play in our house. 
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Fi(i. d7. A Thoi,if-:v <’vu lt( ii/r ok Flook Hi.okks, Fihst Ghaoe; 

I loit \{'l, \I \NN SriKXll, 


Stop! Ixiok' listen! 

. J ft*rr c'ojuK.s tlif cjir. 

Kot*]) otT the track 
or you will f'ct hurt. 

Tlic first j'nulc in tlio State Xijrinal Scliool at Platteviile, 
Wisconsin, made two deli^lilfnlly childish little hooks con¬ 
taining very easy statements ahont j>:roup experienees. Miss 
Kdith II. Xorton was the supervising teacher, ruder ap¬ 
propriate sna{)shot pictures were tlie followinj^ captions 
typewritten l\,v the teacher, .selected, matched with picture, 
and i)asted hv the children. 

The hoys of the First Grade. 

The ^irls of the First Grade. 

The teachers of the First Grade. 

Boys and ^jirls like to .see-saw. 
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Boys ami girls like to swing. 




We all like to slide. 

On the cover is n enulc silliouelte euttiiig of children on « 
see-saw, and the title “My First Book.” 'i'his was evi¬ 
dently printed hy the children with small Price and Sign 
Marker Outfit. 

E([iially simi)le and .satisfactory is the other hook made 
by Miss Xorton's chihlrcu, wliich they call “My Farm 
Book." It tells hy means of snapshots and typewritten 
slips about various experiences on a trip to a farm. 





Fio. 28. As Excrusiov, First («i«ai)k. Fr.ATTi:vn.i.K, Wisconsin, 

Normal Sc-hool 

hntkivg at the Pi^s 

We like* the pigs. 

I'he pigs eat corn. 

The pigs grunt when they cut. 
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Fio. 29. An Excursion, I’ihst Chmie, Pi.attevh.i.e. Wihconsin, 

N OHM AT, ScHOOl 


Feeding the ('hickens 

The eiuckeiis like (•«)rn. 

They like worms. 

The chickens give us eggs. 

Tt.e daily V)»illelin is a valuable adjunct in teacliing read¬ 
ing. The teacher uses it as a nicaiis of real coininunication, 
and the children soon learn to look at a certain spot in the 
room when they enter, expecting to find some interesting bit 
news,'a word of special greeting, or some necessary in- 
vStruction. Wlien Aliss (lail Harrison taught the first grade 
at the Lincoln School of Teachers (’ollege, she accomplished 
a ver>' large part of the cfirly work in reading through tlie 
extensive ii.se of this means of communication and record. 

little group might have been seen any morning .standing 
in front of blackboard or bulletin board on one or the other 
of which some mes.sage was to be found. Often there was a 
*dashing picture drawn or a bright cut-out picture i>osted as 










A Happy Nrw War glrli «iid .,j^ f 




Fig. 30. A Bi'LLEtin Board, First Grade, The Lincoln School of 

Teachers Coj.leoe 

Much of the enr]y work in reading center* nlioul topic* of immrcliiite inlerent 

nreocnted on the bulletin boa^. 
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a part of the news. On page 227 is a photograph of one 
of Miss Harrison’s hulletins. I'his one was coinjK)sed of 
separate f)rinte(l strips, this means .serving well to aid in 
mastering a part at a time. 

Progressi\e teachers have used such material for many 
years, and the j>raetiee ought not to he neglected simply be- 
eau.se writers and publishers are supplying us with superior 
books. 'I’he fact that the children have participated in the 
events described, that they are thoroughly familiar with the 
subject, and are themselves joint authors in the composition, 
not only adds interest to the reading, but facilitates the 
process ami makes pos.sible and safe the use of a larger vo- 
cabulaiy than would be advi.sable otherwise. It is po.ssible 
to have a good deal of puri)oseful repetition in comimsing 
and rt'ading records of this kind, and it is not difficult to 
duplicate to a (considerable extent the \'ocabulary which 
j)upils are meeting or will meet in their first books. 

S(»MK SiiiTAiuj-: M atkhial mat he Ohtained from a (loon 

Daily Paper 

Although the style, the type, and the content of news¬ 
papers are on the whole unsuited to ehildren in primary 
grades, a ('lose inspection from day to day reveals many in¬ 
cidents and bits of news which, when recast, are both ap¬ 
propriate and interesting. In some families tin* older mem¬ 
bers take pains to read aloud scraps of news to the younger 
ones, thus helping them to grow into a fuller understanding 
of a larger world of people and events. One who has not 
made this Ctareful examination of a good daily paper for bits 
suited to ehildren will be surprised at the yield. 

Such material can be used in several ways. Occasiimally 
good headlines may be clipped and pinned on the classroom 
bulletin board. Pupils will form the habit of looking at this 
Coard every morning and will make an effort to read the 
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“news." The teacher will provide most of tliis materia). 
Here are a few appropriate headlines. 

WEAK A POPPY TODAY 

MOTHERS’ DAY 

ROYS’ WEEK 

(JET OI T YOrU ELAOS 

As a rule, however, items will need to be rewritten and 
greatly sinii)lihed for grades below the fourth. If the teacher 
has a typewriter at hand, the revised copy may be quickly 
run off and placed on tlie bulletin board. If tliis is not 
feasible, parts of the item as published may be read to 
the children and they may assist in retelling the story, the 
teacher writing or printing it on the board. If the story is 
of more tlian jiassing interest, she may feel that it is worth 
putting into more ])erinanent form for rea<ling again. For 
such duplication a typewriter having large primer type is 
the most sati.sfactory instrument, though a good hectograph 
will serve. 

The following artic-le (only a part of which is quoted) was 
taken from the Vork Times in the sj)ring of First- 

and .second-grade teachers read it to their classes as j)ub- 
lishcd. 


ELEPHANT VISITS CRIPPLED CHILDREN 

Baby Marcella walks through hospital wards giving cheer and 

taking peanuts 

CLOWNS AND MIDGETS, TOO 

Knee Hi, tiny horse, comes upstairs with party to entertain 

little shut-ins 

It isn’t every ho.spital vvlii<‘h can have an eh'phaiit walk right up¬ 
stairs and around lietween the befls, (*ating jieanuts and swinging 
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its trunk around. There aren’t many elephants small enough to 
get in sueh a hospiUil. But yesterday Marcella, the gentlest of tlie 
baby elepliauts with the circus, went up with some elown.s and 
midgets and the baby liorse to pay a visit to the <;hildren of the 
Hospital for Ruptured and Crippled Children at 321 East,Forty- 
Second Street. 

A teaclier in the advanced first grade secured through dis¬ 
cussion the folhiwing simple account of the incident, and it 
was written on the l)oard as the children contributed state¬ 
ments. She copied it later on the typewriter, pupils added 
lively and amusing illustrations and it became a favorite in 
the book of “originar’ stories compiled during the year. 

A CIRCUS AT THE CHILDREN’S IIOSITTAL 

The circus is here. 

There is a baby elephant ralle<l ISIarcella 
and there is a tiny pony 
calle<l Knee Hi. 

There are two clowns in the »*ircu.s 
and llierc are some we<j men 
ami some wee women. 

All the <-hiidren want to go to the circus. 

But Lliere are .some who are lame 
and cannot go. 

They are in a hospital. 

Yesterday the baby elephant 

and the i)ony went to the ho.spilal. 

The wee men and wtmieii 

went in a tiny carriage. 

Four ponies drew tlie carriage. 

The clowns went too. 

When they got to the hospital 
Marcella and Knee Hi 
w'ent right into the elevator. 

It waa funny to see an elephant 
and a pony in an elevator. 

The elevator man took tliem 
to tlie children’s room. 
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Then a wcc man IckI Knee Hi 
from i)c<l to beet. 

Marcella went up t*) the Ih‘<1.s, loo. 

The children patte<I Knee Hi 
and gave him sugar. 

They gave Marcella peanuts. 

The clowns playtnl with Ihe children. 

They playetl funny tricks. 

It was a fine little circus 

and the children hud it»ts of fun. 

ReCOMMKNDATIONS Foil A 'rKAC'IUMtJ PiiorEDruE 

1. Begin with rending nialter having meaning and worth 
to the cliildren. TJiis may include directioii.s, an¬ 
nouncements, other information, original stories, 
rhymes and tales, etc., on blackboard, home-made 
charts, and “(piick [lerception” cards. 

2. By above means, build up vocabulary of one hundred 
to two hundred words which pupiils recognize readily 
in any .situation. In determining the vocabulary be 
guided largely by textbooks to be u.sed first half-year. 

3. Do not wait until this vocabulary is accjuired before 
using a primer as children are eager to read from real 
books. l.,et experience in (1) prepare background for 
occasional use of [)rimer before end of second month of 
regular work. 

4. Read aloud to pupils letting tiicni sec the books from 
which stories and poems are taken. 

5. Have as full and as good an assortment as possible of 
charming well-made picture books, primers, first read¬ 
ers, story books, collections of verse, etc. 

6. Provide low bookshelves and a “library” table. Ar¬ 
range so that individuals and small groups may go to 
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these books freely. Teach children how to use books. 
Try to start the “library habit.*’ 

7. IVovidc games, puzzles, cards for matching words and 
pictures, plionic building cards, and any other good 
material through which children may teach themselves 
soiiiewliat. 

K. Do not allow children to take books home and do not 
encourage children to “teach” each other until certain 
fundamentally important attitudes and habits have 
been well starte<l. In providing tliis safeguard, how¬ 
ever, one sliould be careful not to frustrate and disaj)- 
point the ambitious children. From time to time very 
easy material may be taken Imme to show what has 
been accomplished. 

9. In advanced first grade, and later, have a se])arate 
period when pupils may read aloud to tlie group, selec¬ 
tions which they have r*hoseii and especially prepared. 
These .selections sliould not be too difficult and in 
(ira<les I and II at least, time must be jirovided when 
teacher can guide in efficient study methods. 

10. No word analysis until a good working vocabulary has 
been ac(iuired. Then note and emi>hasize similarities 
and dilTereiurs in words which ]>u])ils are nu'eting. 
Print words that are alike in some fundamental respect 
on blackboard or chart and keep before pupils, adding 
to list as now w'ords are encountered. Review these. 

(’lassify ])upils as early as possible according to apti¬ 
tude in this ability and refrain from drilling children 
W'ho do not need it. 

11. Do not t0, ^ hurry children in learning to read. If 
tliey arc not menially ready, undue pressure probably 
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does little to retluee the number of “failim\s** in the 
class. Time is well si)eiit which f^ocs toward preparing 
it background of active experience, a(‘(piaintanc'e with 
books, and acquisition of larger active vocabulary. 

12. Keep varied purposes of reading always in tlie fore¬ 
ground. Provide for .social and individual purposes 
through training in both silent and oral reading. 


QUKSTIONS 

1. Why is the claim that ^‘><>‘1 r<‘sults arc ohlained by a certain 
metiiod of teachinf? rcadin}» not a sufficitMit basis for the un¬ 
critical ia*c‘cptaiu‘c of the nict1)o(i? 

2. Why is it uiir<*asot»abh* to lu'licvc that some one method i.s 
better than any other known method for general list'? 

How do the<'onlcnt and organization of early reading material 
influence* reading habitsy Why are the “easy” s(*K*r‘tions on 
pages 2n3 and '■i04 really diflicnlt? 

4. Does llie principle «)f tlioronghiiess justify s[)erKliiig six wtH‘k.s 
or more on one small sLory.^ tVliat argiinu'iits against HU<‘h 
a ])lan? 

5. What are some wash*ful ami perhaps irijiirioiis practices in 
teaching ]>honics.^ 

6. Wonhl yon be willing to have silent rea<liiig substituted very 
largely for oral rc*afling in first and swoiid grade.^ Givij 
reasons for the position yon lake on this question. 

7. What are the main points in favor of using <‘hil<lreirs own 
interesting experiences as subJcH’t-niatter for reading.^ 



CHAFI ER XII 

WHAT ARE THE REQITIREMEXTS FOR LATER WORK 

IN READING? 

It was a common attitude in the past ref^arding the teaching 
of reading, that no particular technique was ctilled for !)e- 
yond the secf)nd grade. This idea may not have been ad¬ 
vocated in tlieory, but it was commonly acted on in practice. 
Until rather recently the demand for expcrtiiess in teaching 
fourth-grade reading, for example, lias not been very promi¬ 
nent. Students in training, teacliers in service, and in¬ 
structors in methods courses would liave found it difficult to 
mention for this grade specific skills to be develo|M'd and 
definite factors in teaching jirocediire. The notion was 
quite general that after children were well started, the chief 
re<iuirement was to cany oral reading to fuller perfc'ction, 
and tliat the way to do this was through extendcHf practice 
in oral reading. 

The contrast between the over-systematized and exacting 
demands wliich called for no independent thouglit on the 
part of teachers of beginning reading, and the vague expec¬ 
tation regarding tlie later work, is strikingly shown in the 
following paragraph from a city superintendent's report for 
1914 : 

The distinct methods of instniction furnished to the teachers of 
the first two years give them most elaborately planned manuals for 
daily iiroeedure. The ordinary, average, or new teacher can, by 
closely following the manual, produtre excellent results. . . . Little 
or no initiative (»r thoughtful planning is required of the teacher in 
the first two years — all is planned for her. Her duty is merely to 
follow along lines of given proi^edure. The excellent re.sults con¬ 
tinue into the third year from their own momentum; but in the 
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fourth year a distinct break is found, and the reason. 1 am con¬ 
vinced, is because the teacher is here thrown upon licr own re¬ 
sources. 

The more thoughtful and competent teachers strove to 
broaden the scope of reading, to develop an interest in read¬ 
ing and to help pupils to compreliend, interpret, and enjoy 
in fuller measure. They also tried to increase facility by en¬ 
larging the vocabuhiry in whatever way tliey could. But 
the ordinary teaching procedure was about as follows: 

1. To present in advance all new words of tJ»e lesson. 

2. Have them pronounced and perhaps defined or used in 
a sentence. 

3. Drill on phonetic elements of especially difficult words. 

4. Assignment, “Study this lesson.” 

5. Recitation proper. Pupils read orally in turn short 
passages to demonstrate degree of fluency attained. 

The usual mode of study consisted in reviewing the new 
words and then reading silently straight through the selec¬ 
tion. The pupil’s purpose was to practice so that he might 
read the lesson without stumbling the next day. The more 
painstaking children often read the selection more than once 
at study-time and tried to make this silent reading approxi¬ 
mate as nearly as possible the desired oral effect as to rate, 
emphasis, dramatic expression, etc. Teacher and children 
conceived of study as a sort of inaudible reliearsal for a 
public performance. 

At the recitation period pupils read in turn, longer or 
shorter passages, and the teacher’s activity centered largely 
in altemi>ting to get better expression from the class. 

We now know that there are problems belonging to tliis 
stage which are just as definite and important as tliose which 
concern the earlier steps. New’ needs and increased capacity 
of pupils call for changed technique and shift of emphasis in 
teadiing. These problems have been suggested and clarified 
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by riurnoroiLS and extensive studies in the psychology of the 
reading process and by attempts to interpret the results 
of iichievement tests now widely used. The application of 
more intelligent methods of study has had its influence also. 

Silent Hkadinc; must beTaucjut and not Left to 

(hiANUE DeVELOPM ENT 

As soon a:i children have reached the stage wliere they cjin 
read more rapidly than they can articulate, practice in oral 
reading is no longer so efficient a means of further improve¬ 
ment. As already staled, this stage is commonly reached 
during the third or fourth grade. This indicates the wis¬ 
dom of increasing at this time the amount of well-directed, 
intelligent silent reading. 

Without special training many people have established 
for themselves excellent habits of silent reading with rapid 
rate and high degree of comprehension. We know that this 
is true because many adults possess such liabits, although 
conscious training along this line is of very recent date. We 
may safely assume, therefore, that some of tlie young people 
of to-day will establish rhythmic eye-movements, a good 
rate, and (luick comyirehension as their elders did, largely 
through extensive silent reading impelled by interest. Mere 
quantity of silent reading, however, do<^s not necessarily de¬ 
velop efficiency, though, other things being e<pial, one w'ho 
read.s much with eagerness and zest is likely to develop a 
l>ett^ techni(|ne than one who reads little. Te.sts show tliat 
among children of similar school experience and approxi- 
mately equal ability in other resyiects some have acquired 
excellent habits, some have an inefficient technique, and 
others have formed habits so detrimental as to call for re- 
mediiil work. 

It IS om* business to know* what kind of habits are being 
fift’med bdfore a child i*eaclics the stage where remedial 
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measures are neetiecl. It is a mistake to leave so much to 
the less direc't effect of oral reading and the cliance effcc't of 
undirected, unintc'lligent study. This policy probably re¬ 
sults in a lower attainment for most pupils than is necessary. 
On this point Dr. Gates ‘ says: 

Most of us cased c)ff in our learning of reading, writing, and inaiiy 
other school fuiudions as s<H»n as wc safely could perhaps in the 
fifth or sixth gratlc — and entrenched tmrselves in a low’-lev(‘l per¬ 
formance, from which we have never emerged. Few people know 
how ra|)idly they read (»r write, how efiieiently they memorise <»• 
.solve arithmetic problems; few' know when their improveinent 
came to an en<l. or whether they have made any improvement in 
the last year or ten years. If you should now suddenly undertake 
to increase your speed of reading, it would be found disturbing and 
perhaps unpleasant for a time, the inevitable result (»f breaking up 
an old organi/.alion of habits to sup[)laiit them by new. Hut this 
is the only way in which more effective habits - - perfectly (‘om- 
fortable once habituated — are attained. 

Obviously the first step is to find out what level the chil¬ 
dren have reached in silent reading, (^lose observation and 
some crude test ing will reveal a goo<l deal. One simple pro¬ 
cedure is about as follows: The teacher takes ten or twelve of 
her class at a time, seats them so she can see just what each 
one does, gives tliem ail the same selection from new well- 
graded material, and directs them to read as rapidly as Ihej^' 
can without lo.ss of meaning. As they rc. d, the teacher 
watches clo.sely for signs of articulation, lip-movement, 
mechanical methods of keeping the place, and pronounced 
skipping. She lets them continue until the fastest readers 
have read sev'eral j)ages and tlien askrf all to stop, niiftk the 
point reached, and close books. The children are given some 
quiet work to keep them occupied, and One at a time Uiey 
are called to a part of the room out of licaring of the others 

^ Gates, Arthur 1.: Pnyckology for Students of Eduealion, pp. 259-54. The 
Macmillan Company. 
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and questioned briefly on what they have read, Uie teacher 
using questions previously prepared. She notes the amount 
read by each child and the degree and kind of understanding 
dis{)layed. A crude measure of a child’s achievement in 
silent reading is thus obtained from his rate of reading and 
from the comprehension shown. I'he teaclier’s observation 
during the reading will often furnish a clue to the cause of 
inferior reading. 

It is desirable, how ever, to get a more accurate measure of 
accomplishment, and this is now widely done, esi)ecially from 
third grade on, by the use of standardized tests. The nature, 
use, and relative merits of the various available tests will not 
be discussed liere. Full information regarding them may 
be obtained from such books as Silent and Oral Heading, by 
C. R. Stone; How to Meatture in Education, by W. A.McCall; 
and A Guide to Edtu'ational Measurements, by H. C. Hines. 

The (’onsc'ious (’ooperation of the C’iiildren 

IS E.ssential 

We are interested in the significance of the tc.sts to teacher 
and children and in the a])i)lication of the results to problems 
of teaching and methods of .study. Third-grade children 
are quite capable of understanding the purpose of tests in 
reading, and the meaning of the results. They should be 
told about the achievements desired and expected, the 
.standanl of attainment in their grade in other schools, and 
should be shown the graphs for tlieir own class iqdicating 
where they stand in relation to the norm. 

There are a few' facts concerning the art of reading which 
they should be told in a very simple way. They can under¬ 
stand the main difference l)etw'een oral and silent reading; 
that in oral reading w'c are obliged to pronouncre every 
word, while in silent reading we should pronounce as few as 
possible; Unit it is possible to let Uie eye “run along” the 
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line of print faster than the words can be uttered; and tliat 
one can read more rapidly silently and yet understtind and 
remember just as well or better. Children at this stage can 
readily understand tlie bad effect of pointing, lip-movement, 
articulation, and dawdling in silent reading, and most of 
them can be led by a skillful teacher to desire to eliminate 
these habits. They can sec the advantage of reading by 
phrases, and witli .some training they are capable of telling 
whether in their silent reading they look at and inwanlly 
pronounce every word. 

In this attempt to make chihlren more con.scious as to 
objectives, the relative values of comi)rehen.sion and .speed 
must be made clear. The idea that the main purpose of 
reading is to get the thought should never be obscured, and 
they should not be stimulated to attemjH a rate of reading 
which interferes with understanding and judgment. 

Drill on Minor IhtocK.ssF.s vh. “'I'iik Dirkct Synthktio 

Modk of Attack ” 

Normal children who are merely at an immature stage in 
learning to read should not be subjected to the sort of exer¬ 
cises often employed to correct bad habits already fixed. 
In remedial work of any kind an analytical attack is .so?ne- 
times required. It may be necessary to break up a jiroccss 
into its parts in order to find out where the .rouble lies and 
then drill on the .several elements separately. Ihis ought 
not to be neces.sary in normal progress from an imperfect to 
a more perfect control over a given function. There is some 
danger that this point will be lost sight'of and that ingenious 
people will bestir themselves to invent material and cxerci.ses 
offering a sort of piecemeal training which is unneces.sary 
except in special cases. 

O’Brien ’ is skeptical as to the gain likely to accrue from 

^ O’Brien, John A.: Silent Reading^ pp. 82-84. The Macniillati Comiiany. 
1921. 
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drill exercises devised to improve certain specific subsidiary 
processes isf)hite(l from thf total reading process. He snys: 

On the general priiieiplo of psyeliology. that on<* {('arifs to do a 
thing hy aetiiully doing it, it would seem logi<‘nl t<» assume tinit one 
could learn to read rapidly by practice in rapid reading. In con¬ 
trast with nieth(Mls which analyze the reading complex into its 
main prcK’csses, and then devise tj’ptrs of training adapted to ini- 
j)rove each of these specific i>r(X'esses sepailitely, this may be said 
to be the direct syrithetic rntxle of attack — training in the whole 
orgaiiize(l pr(K*ess of reading itself. This would seem to be the 
siin])lest and, at the same time, the most indispensable type of 
training. 

Jn the case of the specialized tyj)e of training adapted to secure 
the improvement of a single sptH'ific pnK’ess, sneh as vis\iat span, or 
character tif cye-movem<'nt, in the reading complex, there is always 
the possibility tliat the imj)rovement effected under controlled cir- 
cun>.stances may ti(»t be carried over iiilo the actual reading situa¬ 
tion, where the circumstances affecting the functioning of a single 
is(»lat<’d proet'ss cun no longer be contn)ll<‘d. 'I'liis may be <lue, 
among other causes, t«> the change in the reading situation whicli 
prodiK*es a corresponding modification in the response; or it may 
be due to the simultaneous functioning of other })r(K'esses in the 
complex whicli tend more or less to inhibit or otherwise to affwt 
the iiKKle of oiieration of the siiecific factor subjected to the spe¬ 
cialized training. Thus, for example, training to increase the per¬ 
ceptual sjjun by means of tachisto.si'opic exposures of single dis- 
coimecteil phra.ses may aetually — at least in the case of children 

succt*ed in enlarging the visual span for su<‘h a type of rea<ling. 
But whether the visual span enlarged for that spef-dfic type of per- 
eeption wouhl carry over into a different situation, such as obtains 
in the n'ading of a .selection of continuous closely related subject- 
matter, is uncertain. 

For, in the latter case, the situation differs considerably from the 
former. The subjt*ct-matte‘r is no longer divided into phra.ses 
udapltHl for i>erception in a single fixation, but has all the words 
ckwely folhnNing one another in a printed line. There is, furtlier- 
luore, a central thread of thought running through the various 
phrases and sentenc'cs of the context, which furnishes meaning pre¬ 
monitions of the coining words and phraaes, thus enabling them to 
be grasped in mucli less than tlie normal perception time. . . . The 
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well-nigh complete absence of these meaning premcmitions in the 
reading of iBserete words, or phrases, cxpostnl serially by ineana of 
the tachiatoscopc, shows how radically one rending situation may 
differ from^anolher. It illustrates, luon'over. llu* differcuev in the 
factors w'hich are called into ])lay, as well ns the difference in their 
mode of functioning in the interpretation of the printed symbols, 
acxrordiug as the reading situation varies. 

Considerations such as the above serve to emphasi/e the value of 
the dirt*ct ineth<Hl of attacking the problem of acc-elerating the rate 
of silent reading. 

The scbenie whicli O'Brien presents in ('liaplerit 1\', V, 
and \T calls for tlie nse of reading matter calculated to 
arouse and sustain interest, but relatively easy in character. 
He provides for intensive training in three factors involv'ed 
in silent reading which he designates as: 

1. Training in raj>id silent reading. 

2. Training to decrea.se vocalization. 

il. Training in j)er(’ej)tioii. 

These factors are not to be i.solated from the total reading 
process, but einjdia.sis is to be placed uj)oti them one at a 
time. The procedure rectmimentled is simple, tlirecl, non¬ 
technical, and entirely iudei>eri(lent of device and apparatus. 
It appeals to the intelligence of the children and consi.sts 
largely in helping them to hold in con.sciousness for brief 
practice periods certain ideals regarding rab*, comprehen¬ 
sion, suppression of articulation, and length of [)(*rceplion 
span, and to put forth effort to attain these ideals. 

The antlior ju.st <|Uoted shows also liow ineffective is all 
such special practice if teachers do not at the same time use 
every effort to have children employ in all ordinary riiading 
situations the habits that have been started or dcvelopcfi in 
the special work. 
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Training in Silent Reading through Espectajlly 
Devised Practice Material 

Individual ttiauhers have for some years been evolving 
various kinds of material which children may use for self- 
improvement in silent reading. Gradually some of these 
aids are becoming generally available either as features of 
regular published systems for teaching reading or as inde¬ 
pendent units offered on their own merits. Most of these 
inventions were intended to assist in the early steps in read¬ 
ing, but now in various quarters teachers are attempting to 
apply the same princi])le to more advanced work. At pre¬ 
sent most of the latter type of material is still in the home¬ 
made stage, but it is safe to predict that before long much 
tliat is good and much that is of doubtful value will be on the 
market. 

Miss Jean Bctzner, of the Horace Mann Scliool, has 
worked out a large number of interesting exercises in silent 
reading. Most of them call for a considerable amount of 
thoughtful, intelligent, and independent reading. In order 
to follow the directions given, pupils have to read, think, 
judge, select, and organize. Practically all of Miss Bctzner*s 
sets have been made from old copies of good readers or other 
discarded books and from pictures combined w ith some hand 
printing. They have not been published and therefore are 
not available for general use.' 

Four of these sets suited to .second grade will be described. 
Similar ideas could be adapted to third grade if desired, using 
more difficult material. Eacli set is contained in a large 
stronj envelope, on the outside of which clear directions are 
printed for the children to read and follow. 

' A description of part of this material appeared in Horace Mann Stvdiea 
^ fn Education (192.3), in an article by Miss Betzner. Teachers College, 
Columbia University. 
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Directions 

There are eight sentences about the i)ictiire in this envelope. 
None of them is complete. See if you can complele them so tliat 
they make sense. The sentences are easy to had l>ecause they are 
all numbered. 

The envelope contiiins a bright-colored picture of an out¬ 
door scene sliowing an organ-grinder and monkey, two 
laughing children, and a dog. TJie inctunplete sentences 
are printed on strips and are as follows: 

1. In this picture there are three 

2. In tliis picture there are twt) 

8. It looks like a day 

4. The dog looks as if he were afrai<i 

5. The inonkcy is trying 

0. The two children are 

7. ^J'he monkey is dressed 

8. The organ-grinder is smiling bec^ause the dog 


The following words and phrases to be used to complete 
the sentences are printed on strips. 

people to be very polite 

animals laughing gaily 

in summer is afraid 

of a monkey very unhappy 

in a red coat and blue trousers 


The author of this material always puts a “joker” in a set of 
this sort. By this is meant an extra card which cannot 
reasonably be used. This is done to require the children 
really to read every one of the cards down to the last instead 
of making Die last selection by the sheer process of elimina¬ 
tion. In this instance the extra card bears the phrase “ very 
unhappy.” 

The cards are, of course, completely mixed up when a cliild 
takes tlie set. 



244 


THE PRIMARY SCHOOL 


II. Directions 

Read the story and pick out the best name for it. 

The envelope contains a leaf from tlie Horace Mann Sec^ 
ond Reader pasted on a card. The page exposed tells a 
fable in the followiiig form: 

Once upon a time, a crab left the sea and went out upon the 
beueh to warm himself in tlie sunshine. 

•hist then a fox came trotting along the beach, looking for some¬ 
thing to eat. 

When he saw the crab, he said ti> himself, “What gotxl luck, to 
fitu! a breakfast so easily.” And he pounced u|)on the crab, 

“ W’ell,” sai<l the poc^r crab, as the f»>x seized him, “this comes of 
going where 1 had no business to be. 1 should have stayed in the 
water where 1 belonged.” 

“Very true, very true,” said the fox, as he gobbled him up. 


On .separate slips are the following titles, only one of whicl 
can properly be used: 


The Gentle Fox 
The Wi.se Crab 
In the Water 
The Crab’s Family 


A Goml Business 
The Foolish Oab 
The Blue Sea 
Sunshine 


III. Directions 

Find the answer to these riddles. 

'J'hc “riddles” used in this envelope are all taken from the 
Riverside First ReadeVy- pp. 86-91, and 119. They are all in 
rhyme. 

Some of the answers are clipped from the book and pasted 
on cards. Others are printed by hand. An example is seen 


' Hervey, W. L., and Hix, M.; The Horace Mann Readers. Ijongraans, 
Green & Co. 

^ 'Van Sickle. Janies H., and Secguiiller, Wilhelinina: Riverside First 
Reader. Houghton Mifflin Company. 



LATER WORK IN READING S45 

in the poem, “ Wluit Season Is It ? " two stanzas of which are 
given here: 

When the brook begins to gt) 

Rnsbing to tlie seu; 

When the birds begin to sing. 

Amt leuv(‘S bnd tni tlie tree — 

What season is it? 

When the leaf buds all have grown. 

To make a leafy erow n. 

And leafy trees Ijeside the bn)ok 
On leafv trees look down — 

What season is it? 

The answers, taken from the text, are: 

When the brook begins to run to the sea. it is-. 

When the trees liave leafy green erowns it is - - . 

TIte missing words are printed on separate eanls, l>y hand. 
There are many more riddles and answers similar to tlie 
above included in the set so that a good deal of rea<ling takes 
place in getting the pairs together (•orre<*lIy. 

IV. Directions 

See if you can find the rigid descTiption f«)r eaeh i>ietnre. 

The envelope contains a sot of nine charming pictures in 
color with ten descriptive paragraphs tyi>e ' ritlen on sepa¬ 
rate cards. The same animal characters run through all of 
the pictures and there is much interesting detail. The de¬ 
scriptions must be read accurately in ordcT to attacdi tbem 
to the proper picture. The presence of the ‘‘joker,” a para¬ 
graph about the (ireen Forest which d(x*s not fit any i)icture, 
makes complete reading the more necessary. 

Two sample paragraphs follow: 

To go marketing, the little animals in the Green Forest have to 
ferry across ttie stream. Mother Rabbit has been shopping and is 
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now ready to start for lioinc. Will Mr. Frog get there on time? 
The ferry boat is about to start. 

Do yon know what the little animals in the Green Forest use for 
light? Mother Rabbit has to have a new supply so she had to go 
to market for some new lamps. Where do they get their supply of 
fire-flies? 


Mi.ss Alice Hanthorn and Miss Merle M. Beattie have 
evolved a simple type of reading card called Silent Reading 
Stories.^ This material has been published. The authors 
state that it is intended as “ Seat-Work for Second and Third 
Grades.” 

To use these cards, it is only necessary that tlie children 
know in a general way twelve very familiar fables and folk¬ 
tales such as “The Hare and the Tortoise,” “The Boy and 
the Wolf,” “The hilves and the Shoemaker.” Two leading 
cliaracters of each story are pictured in silhouette and there 
are j)rinted statements to be cut lapart. These statements 
always fall into two distinct groups. To quote the authors’ 
in.structions: 


Keep each story separate from all the other stories. Cut the 
pictures and .sentences apart on the lines. Mix the sentences to¬ 
gether. 

Have the child place his silhouettes on hi.s desk as though the 
characters were talking to each other. Each sentence represents 
.something which one character is thinking or sapng.... As the 
child reads a sentence he must decide to which character it belongs, 
and must place it under the proper silhouette. When all the sen¬ 
tences are .separated the next step is to arrange them in their 
proper sequence. 


This material is not like the ordinary “cut-up” story. 
The sentences are not taken from a particular version nor do 
tliey w'hen combined form the full text. Therefore the cards 

* Beattie, Merle M.: Sikni Reading Stories. 421 South 15th Street, 
* Lincoln, Nebraska, 1928. 
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cannot be selected and arranged purely by recall of partic¬ 
ular passages in sequence, but discrimination is constantly 
called for. 

It seems to tlie present writer that to clieck this work for 
correctness would c*onsume a good deal of time. This defect 
could easily be obviated by adding some distinguishing code 
symbol wliich would help the teacher to determine quickly 
whether sentences are in the proper column or not. 

In evaluating all special exercises of this sort, it is impor¬ 
tant to keep in mind the purpose for which they are used. If 
tlie intention is to give extensive practice in reading, one 
should, of course, inquire, “How much reading does this 
exercise actually provide?” Many suggested devices for 
silent reading call for a maximum of drawing, coloring, sort¬ 
ing or arranging, and a minimum of reading. 

If the intentioti is to furnish exercises calculated to build 
up good habits of silent reading, the time element is an im- 
j>ortant consideration. Children may dawdle and dream 
over work of this kind while the teacher is busy with another 
group. Without ovt'rsighl there is no meiins of knowing 
whether they are reading at proper .speed or not. 

However, if a cjuantity of good excrci.ses are provided, and 
if there is frecpient supervision so tliat standards can be built 
up, there is no reason why children may not greatly benefit 
by independent work of the same kind. 

WiiAT IS THE Place of Oral Readino in Upper Primary 

(jRADPiS? 

With the present insi.stence on tlie importance of training 
in silent reading, shall oral reading be largely di.splaccd, or 
has it a particular service to render? 

It would .seem that, after children have attained a fair 
mastery over the reading process, it should .serve them for 
many social purpojses in the school. Some of these purposes 
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will certainly call for oral reading. We ought never to get 
beyond the point where the pleasure of a delightful story or 
poem will be enhanced by reading it aloud — at least in 
part — to an appreciative hearer. Certain types of litera¬ 
ture make a direct appeal to the ear and a large part of the 
charm is lost in silent reading. This is particularly true of 
poetry and of dramatic* material whether in dialogue form or 
not. Humorous stories, too, gain in effect through the re¬ 
action of the cpiicker-witted members of a group. 

Some selections from writers possessing distinct literary 
style should be studied and read aloud bec^ause many chil¬ 
dren will discover very little of the characteristic beauty and 
delight if left to more or less solitary reading. This applies 
to such storit\s as Alice in Wonderla?i(h Pinocchio, Uncle 


Remne, and many of the tales by Hans C. Andersen, Frank 
Stockton, Rudyarcl Kipling, and Hugh Lofting. 


The criticism is sometimes made that, as such material is 


pure literature, it should not be made to serve in the slightest 
degree for group practic'e, but should be used wholly for in¬ 
dividual pleasure-rc'ading. The answer to this is that oral 
reading can and should be so conducted as to enhance the 
pleasure for the greater number rather than detract from it. 
Alice^ Pinocchiiu Dr. DoUttle^ should not be subjected to 
routine drill exercise or plodding re-reading for the mere 
purpose of giving every one a cdiance to read aloud. But a 
second or even a third reading of such books may under some 


circumstances prove more delightful and stimulating than 
the first. It is well that this is so, for with the fine librarv 
facilities now offered in many communities a large number 
of children are partially familiar with a good deal of the 
literature which belongs to a certain grade before they enter 
that grade. It is tlie rare child, however, who cannot get a 
fresli and a deeper enjoyment from reading a choice book 
* again in a rich social situation. 
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New OBJEcrrivEs may Call for the Re-Rkadinc.’ of a 

(^LASSK’ 

This can be illustrated by Lorenzini’s Pinocchio. In this 
story, the scene changes frequently and there are many 
characters who appear and reappear at intervals. The 
quick succession of incidents, some of which at first seem to 
have very little to do with the development of the story, 
proves confusing to many children the first time they read 
the book. Many leading questions suggest themselves only 
when one has finished the story. It then becomes evi{lent 
that certain earlier scenes and incidents had .some special 
significance. It is a delight now to read again in order to 
answer a larger question, seek support for an opinion, make 
an interesting associfition or establish a continuity of events 
only vaguely noted at first. 

Rinocchio is a little wooden marionette with a wooden 
head, no heart, rudinientary ears, and a cold-bloode<l de¬ 
termination to please himself at any cost. Through the ups 
and downs of his dramatic career, beguile<l by picturesque 
enemies, and aided by faithful friends, he at last wins a boy'.s 
soul and body. 

IIow’ did Rinocchio do this.^ 

Can we trac^c every step as he rose toward boyliood and 
fell, and rose again? 

\Vhat were some of his most wooden-headed notions? 

Wliat were his most heartless acts? 

What was liis first generous or faithful act? 

At what point does the story say that Rinocc^hio “had 
really a good heart?” 

When did you feel most .sorry for him? 

Who were Rinocchio’s true friends? 

How did they show their friendship? 

I^t us look up the different appearances of his friends 
The Talking Cricket and The Blue Fairy. 
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Who were his enemies? 

Show how they misled him. 

(^ould you prepare a marionette or puppet show which 
would tell a part of this story? 

Which part would be the best for this? 

The Clash Library 

For extensive silent reading, library facilities of some 
sort are essential. This need is being met through the well- 
selected scliool library in charge of a librarian trained to 
work with cliildren, through loan collections from the chil¬ 
dren’s department of the local pu})lic library, and through 
the small choice room library One or all of these means 
may be used as conditions dictate, but tliere is no doubt 
that for the younger children an attractive collection of 
lK>oks in the classroom is a great asset. Here may be met 
in embryo many of tlie stimulating experiences of the larger 
library and many higlily important liabits may be well be¬ 
gun. The sense of personal ownership, helping to select the 
books, pc*rliaps the added delight of earning money to buy 
some of them, assisting in “running” tlie library — all tliese 
influences tend to give the cliildren a keener realization of 
the imtKirtance of books. Extensive voluntary reading with 
considerable latitude for choice is dependent upon insuring 
in some way a fresli current of inviting material. This sort, 
of reading also re(]uires that some time be provided when 
children may handle and examine liooks, make trials for 
tliemselves, and settle down in a comfortable spot to enjoy 
the chosen book. 

Wlien the essentials just mentioned have been provided — 
suitable books, a free period for choice, and right physical 
conditions for reading, it remains for tlie teacher to devise 
ways of knowing how effectively the children read the books 
chosen. The “Library Hour” or “Book Club” (as de- 
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scribed in Chapter VT) reveal a good deal. At such times 
tlie teacher watclies and notes carefully the manner of silent 
reading on the part of individuals; she asks a child to read 
part of a story to her; she makes notes of children who are 
attempting books which are too difficult as well as those wlio 
remain on too low a level. The cliildren also are encouraged 



Fia. 31. The Library Corner 

Looking at picture books, and voluntary reading. Firal tirade, Horace Mann School. 
One of the l)C8t ways to •itiinuiatc a desire to read an well as to cncouraKC the cxerciiu* of 
developing powera i>i to furnish a quiet comfortable corner and a good cullection of books. 

to keep simple records of their reading. 'I'l.ese records may 
be in the form of a card file, each child placing a slip in tlie 
file next to his name card, giving the title of the hook he is 
reading with the date when begun and the date when fin¬ 
ished. A still simpler rec*ord is in U^e form of a large wall 
chart blocked off into as many spaces as there are children 
in the room. Here the teacher writes or prints in the prof)er 
space the titles of all books as the readers report their com¬ 
pletion. This chart usually has some pleasing and suitable 
decoration applied by tlie pupils and some such heading as. 
Books I Have Read. 
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Below are individual lists of average children in third and 
fourth grades of tlie Horace Mann S<,‘hool. These lists were 
taken from the room charts in March, 1924. Not all these 
titles are in the approved book collections for these grades. 
The teachers are trying to develop a liking for the best with¬ 
out depriving the children of reasonably good things of their 
own selection. 


A Boy’s List, Tiiiun Grade 

Men Wiio Found America 

Winston Third Reader 

Merry Animal Tales 

The Japanese Tw'ins 

Trav'elling Bears at Play 

Onr Little Brown Cousin 

All About Johnnie Jones 

Animal Folk-Tales 

Peter Pan, for Little People 

The Story of Dr. Dolittle 

Little Polly Flinders 

More Russian Picture Tale.s 

Nature Myths of Many Lands 

Mice in Wonderlaml 

Picture 'Laics from the Russian 

Hollow Tree and Deep Woods Book 

My \’ery Own Fairy 'J’ales 

.\merican History for American Children 

Pinocehio 

A Girl’s List, Fourth Grade 
Robin Hood. Pyle 

The Story of Dr. Dolittle. Hugh I^ofting 

I'hc V'oyages of Dr. Dolittle. Hugh Lofting 

Heidi. Spyri 

IBack Beauty. Sewell 

Stories of Long Ago. Kupfer 

Bunny Brown and his Sister Sue 

lA'tters to his Children. Roosevelt 

Peter Pan 

John Martin’s Book 
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Ptieins Every Child Should Know. Hurt 
Vinzi. Spyri 

Robiii.son Cru8(K\ Baldwin edition 
Sara Crewe. Burnett 
Animal Story Book. Burgess 

With classes of onlinary size it will be impossible for the 
teacher to verify all these statements and to test all volun¬ 
tary reading for compreliension and ai)preciation, but all who 
are doing this kind of work agree tliat a generous amount 
of informal testing is necessary in order to be sure that good 
liabits are being establi.shed. To this end a good plan is to 
prepare for eacli of the most important books a short .series 
of leading que.stions. When a child reports that lie has 
fini.shed one of these books, the teacher at the earliest op¬ 
portunity tries him out with the firoper .set of questions. In 
most cases the questions should be answerc'd orally in a quick 
interview between teacher and child. IJiiIike the thought 
questions on Pinocchio which were intended to deepen 
understanding and appreciation, thc.se are of a kind which 
can be answered in a few w'ords by any child wdio has really 
read the book. 

Below is a convenient form wdiich may be multigraphed 
and kept ready for such tests, a separate sheet for each book. 
By checking the questions as a child replies, the teacher can 
judge how successful he has lieen in his independent reading. 
She will then be better prepared to guide hi.-, future reading. 

Title. LHtlf’ Dog Ueadij, 

Author. Mal)el F. Stryker. 

» 

Who kept Ready h)cked up.^ 

How did Ready make his esrape*? 

W'hal remarkable thing always happened on .lime 21.st? 

What me.ssonger.s were .sent to find Dick’s seashore home? 

Who were Ready’s first guides.’ 

What did Ready do for Mother Swallow? 
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Why did the Sandpiper Icjave Ready? 
Where was Dick wlien Really got home? 


Name — 

Date — 

Title. The Snow Queen. 

Author. Hans C. Anderson. 

What c‘aiise<l Kay to become so disagreeable? 
Wl lo look Kay avvay.^ 

Who livofl in the house in the cherry garden? 
How did the Crows get Gerda into the Palace? 
How far <rul tin? reindeer carry Gertla? 

Wlial was Kay doing when Gerda found him? 
Who hclp(‘d Kay and Gerda to get back home? 


Name — 

Dale —■ 

QUESTIONS 

1. It us<‘d to be thouglit that no partu.'ular skill was required to 
teach reading above second grade. In contrast to this con¬ 
ception, mention some important matters of knowletlge and 
types of skill whicii teachers in iq)per primary grades are now 
expected to possess. 

2. O’Brien (piestions the value of much of the drill with “flash” 
cards containing phrases and sentences in teaching normal 
children who arc merely immature in reading ability. What 
are the grounds for this doubt? 

3. Examine the samples of material intended to provide prac¬ 
tice in silent reading. What features do you consider good? 
What possible tendencies would need to be watched closely? 

4. Should you be willing to give up almost all oral reading in 
primary grades? Is this step neces.sary in order to establish 
eflieienl habits in silent reatling? 

5. Mention some reasons why a certain amount of money might 
better be e\|)cn<lod in s«'curing some choice books for a class 
library rather than in the purchase of a new set of reading 
textbooks. 

8. In what ways are children likely to need some guidance and 
oversight from time to time even in their more independent 
and voluntary reading? 



CHAPTER XITI 


HOW SHALL LITKHVn KE HE SEl^ECTEI) AND TSED? 


Literature is the most iini versa ily aeeessihle of all the great 
arts. It may seem difficult if not impossible to give all chil¬ 
dren a full introduction to the best in music*, painting, sculp¬ 
ture, dancing, and tlie drama, but a little tuiterprise and 
determination will s(‘cure for tlu*m the wealth of the ages in 
story and verse. TJiere is just ground for c.‘omplaint that 
our primary schools in many respc'cts are poorly e(pni)ped 
and that superior teacdiers are greatly handicaj)ped by lack 
of suitable materials and aj)])aratiis, but in the matter of 
literature a little money and a little effort command so much 
that there is no excuse for an impoverishc'd curriculum. 
Probably there is no subject in the usual c'lementary course 
of study w'hich has been so greatly and so geiu'rally im¬ 
proved in rec*ent years as tliat of literature. 'IVained libra¬ 
rians and literary i)e<»ple as wcdl as spcn ialisls in childhood 
education have cociperated, editors and f)ublishers leave 
made available quiintities of excellent books at relatively 
low cost, and steady progress has been made in training 
teachers to use this material effectively. 

Not only is literature t lie most universally accessible of the 
arts, it is also the most universally understood and appre¬ 
ciated. Because it employs the language of daily life and 
because this language is used clenirly and simply in all great 
literature, the immature can be re'ached by it and c’aii catch 
its deepest message more fully than through any other art 
expression. Music often stirs deep feeling and desire, but 
for most people these responses are vague and indefinite. 
A beautiful picture catches a single fine com‘eption, a single 
culminating moment in an experience, and the sensitive or 
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Kiftt'tl get a (complete and satisfying inessiige from it. But 
C'onsidering all classes, all stages of development, (dl degrc*e.s 
of native ability, i)robably literature conveys tlie clearest 
meaning, affords tlie greale.st delight. 

We used to talk about stories aiul the story hour in the 
kindergarten and primary grades. It is well that these 
terms are rapidly disappearing in favor of tfie tenn literature 
as expressive of one great division of the curricnhira. The 
latter term at onee limits, defines, and dignifies what is to be 
ofyere<l. Applied intelligently and consistently, it €*xcludes 
all that is cheap, trivial, and evane.scent. 

When we speak of selecting literature for the youngest 
children, we imply that this great realm of liuman inherit- 
jince is to be opened u]) to the children, and that from the 
earliest days in school they are to set their feet in a path 
whi(‘h may lead .steadily to college or university work in 
Engli.sh literature. At least we indicate that the humblest 
citizen shall have a chance to taste of the be.st and finest 
which books have to offer. Poor adaptations and mutilated 
versions of fine tales, home-made verse, manufactured sto¬ 
ries devised to convey special lessons — all the.se mu.st give 
way when we .set out t() plan a rich cour.se in literature for 
our schools, beginning with the kindergarten. 


Does this .sound pretentious and stilted? Does it .sugg€»st 
that children are to be fe<i upon an over-refined and too 
narrowly ])rescribed literary diet? If so, we liave only to 
remember that the l)e.st in literature is u.sually the simplest 
and most direct, and that human thought and feeling have 


expres.sed themselves in an infinite variety of literary forms 


suited to all stages of mental life. Among the.se myriad 


forms, the old folk-rhymes and folk-tale.s arc peculiarly well 


suited to the tastes and needs of the younger children. 
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MoTHEK (ioOSE IS THE FlRST BoOK OF PoETltY AND THE 

First Book of Knowlkiwje 

To recoj^nize Mother Goose as literature is to take these old 
verses out of the purely nonsense, doggerel elass where tlie 
unthinking have catalogued them and give them the ]>laee 
of dignity and wortli which they deserve. So much has been 
written by competent critics setting fortli the many merit.s 
of this old folk-verse that it might .seem useless to di.seu.ss 
the subject further were it not for one fact. There is a 
strong and persistent tendency to formalize every subject 
and every activity ns soon as great s(‘liool .systems adopt 
them; and folk-literature, including Mother Goose, seems in 
danger of being swallowed up by the one engulfing piirfmse 
of teaching children to read. It has become a very popular 
material for the first reading lessons, and in many classes 
the children’s ac(|uaintancy with Mother Goose is limited to 
the .selections which find their way into primers. Percival 
(’hubb has jminted out el<Kpienlly and on many occasions 
the fundamental nature and value of the old songs, rhymes, 
ballads, and fragments of po})ular verse which have for over 
two hun<ired years appeared in various collections called 
Mother Goose Hhymes. In his lecture on “The (liild as a 
Literary Personage,” ‘ he .says: 

Wc have niisunderNtood lilerahire literature • more and more 
a thing i>f the eye for us; U*ss and less a thing of the ear. This 
means that it is less and less a sm-ial interest, more and more a 
matter of individual and solitary enjoyinent. We an* I’orriipted 
by print, the victims of llu* cold hhi/'k-aud-white* of the prinh'd 
page. Literature through the* age.s has not been this; it inis lived 
in the auditory memory and Ikh'ii trarismittc<l by the voic<'. It 
ha.s l>cen a joy bir the ear and the auditory's imagination. I, for 
one, would have it .so still, esiceially the traditionary literature 

^ An address given at the annual meeting of the l.K.tl. in I90t) and pub* 
lisKed in the report for that year. 
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of rhildhcuKf. . . . Tho rhil(i as a literary personage demands the 
literature of ass<Knated activity, in the composite forms of early 
literature; a literature <>f stuig, which is sung, of story which is em- 
helliahed witli musical values; of action which is acted. 

It is no mere nietaplior to say that Mother Gooae should be 
the child’s 6rst “Hook of Knowledge,” his first “Natural 
History,” hi.s “Introduction to Sociology.” Examine care¬ 
fully any authentic and full collection of these old verses. A 
marvelous j)rocession of human cliaracters cro.sses the pages. 
'File wliole of society (the society of Old England at least) 
is assembled there in miniature — kings, queens, squires, 
ladies, farmers, shepherds, blacksmiths, cobblers, priests, 
fishennen, milkmaids, lady’s-maids, stable-boys — all in a 
jolly, democratie cameruderie. They work and danee, laugh 
and numrn, hold converse together or go their several ways. 
AikI these wavs lead into every kind of environment. AVe 
enter pidace and Imt, court and kitchen, church, market, 
sliop, fair, mill, and inn; we visit city, village, farm, garden, 
seasliore, lane, field, and stream; we dine upon bread, honey, 
milk, roast beef, fisli, tarts, butter, cheese, pie, cake, and 
nuts, either sitting in state with King Cole or sliaring a pre¬ 
carious supper with Tommy Tucker. 

Mingled with this human procession or taking their w^ay 
at their own ])ace and gait, what an assemblage of animals 
mid birds! Notice how rare a thing in Mother Goose is a 
purely fabricated beast like the unicorn. With scarcely an 
exception the animals are the familiar domestic ones, and 
bird-life is reiiresentod by barnyard fowls and the most 
common birds of field and w'owlland. Babies and young 
city children may niei't for tlie first time in the pages of 
Mother Goose some of tlie fascinating living creatures gath¬ 
ered there; cows, calves, slieep, lambs, horses, ponies, colts, 
and donkeys appear. Usually they play their ordinary but 
fascinating r6les as adjuncts to the normal life of man. Only 



SELECTION AND USE OF LITERATUUE m 

one cow jumps over tJie moon, and only one do^ is known to 
have laughed visibly and au<Iibly. Little children need not 
get distorted, erroneous ideas of the world alM)ut them from 
good old Mother (loose. There is a laugh on every page, but 
how much sanity and wisdom as well! Many story-rhymes 
are pure realism without a touch of the fantastic and im¬ 
possible, but prcsenteil picturesquely, vividly, and with de¬ 
licious humor. Such stories as Hoy Hlue, Han. Haa^ Hlacic 
Hheep, Miss Muffet^ Jack Horner, Jack and Jill, Simple 
Simon, Lucy Locket, Polly Flinders, I had a lAttle Pony, 
Dance to your Daddy, Hye, Baby Bunting, and a score of 
otlxers, st'em perfectly sensible ami plausible. They are 
leaves right out of the book of child-life, and pre.sent a 
graphic record of the small joys, woes, accidents, escapades, 
folly, and wisdom of genuine child characters. 

In this first “ Book of Knowletlge" we learn about making 
cake, shoeing horses, milking cow’s, shearing sheej), making 
cheese itnd butter, planting and reaping, grinding flour, fish¬ 
ing, tending ganlen, ttmding geese and chickens, washing 
clotlies, bathing and <lressing the baby, and a multitude of 
other homely tasks and industries. 

Every kindergarten ami every first and second grade 
should fK)sse.ss at least one excellent illustrated collection of 
Mother (ioose. Good pictures add immensely to tlie value 
and delight of these rhymes, and proof of ’heir essential 
charm and vitality is shown in the almost u.iprece<lented 
array of superior artists who have l)een impelled to use their 
gifts in depicting the characters and scenes. ILilph C’alde- 
cott, Walter Crane, Kate Greenaway, Walter ILu'kliam, 
Leslie Brooke, and other highly skilled artists have given en¬ 
hanced humor, beauty, and meaning by their delightful il¬ 
lustrations, and so far as possible all children slujuld have 
the benefit of their work. 

Not only is there much of sound sen.se in Mother (Imse; 
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there are also veises of great beauty. There are a few ex- 
fluiples of fine lyrres which not only liave tlie lilt and .swings 
belonging to the type, but exhibit also the other essential —: 
beautiful poetic conceptions. Among' these may be cited, ' 
2'he North Wind doth JHoWj I mw a Ship A-Sailing^ My Maid 
Mary, Bless you. Bless you, Burnie Bee, and Rock-a-hye, 
Baby, Thy Cradle Is Green. 

(’hildren sliould know some of lliese nursery songs in the 
beautiful musical setting given by Elliot,* LeMair,*andot]iers. 

For younger children Mother (hwse rhymes serve as ad¬ 
mirable material for free, sj)ontam*ous, original dramatic 
representation. The plots are exceedingly simple, the dia¬ 
logue brief or absent altogether, and the (Jiaracters are so 
sharfdy drawn that little children can easily origimite a 
dramatic representation closely akin to pantomime. Later, 
the j)owers ot more mature ami experienced pupils may have 
exer(‘i.se in such a small draTna as 2'he Queen of Hearts, which 
requires several s(‘eiH‘s to <levelop its fully rouiuled plot of 
“complication, climax, denouement.” A little more dia¬ 
logue must be evolved, and there is arai3lc opportunity for 
imagination to work creatively in depicting court life, man¬ 
ners, costumes, etc. 

Here again we may deplore the present tendency, which 
is to dramatize tliese little stories solely as an adjunct to the 
reading lesson. When so u.scd, aesthetic and creative cjuali- 
ties drop out entirely, for pupils must <lo the scene “just so,” 
must say the lines “just so,” in order to make action and 
words fit the exact mould laid down by manual and demon¬ 
strator. Deviation is to be avoKle<l (.siiy some advocates 
of jiarticular reading methods) beca\ise clianged order or 
omitted phrases will lead to confusion when pupils attempt 
to read the elaborattnl story as it appc'ars in the primer. If 

* Elliot, J. W.: Mother Cooae'ii Nursery Rhymes and Nursery Songs. 

• Lp Mair, H. VV.: Our Old Nursery Rhymes. 
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this procedure must he foIlowe<i, we should »t leiist give the 
cliildreii a freer rein by letting tlieni dramatize many rhymes 
- not contained in the readers. 

What a pity it is to reduce this rich and cliarining world 
of song in primary grades to five or si.\ selection.s tliought to 
be especially well adapted to early practi(*e and drill lessons 
in reading. Not only is this much too meager in amount, 
but the use of any literary material almost exclusively to im¬ 
part the rudiments of reading techiikpie practically insures 
that the characteristic intrinsic charm of the material will be 
sacrificed. Let us continue to use folk-verses and folk-tales 
as part of our rejiding matter for beginners, but let us see to 
it that they have also a full and delightful ac(|uaintan<‘e witli 
much that is beyond their ability to rejul. 

Suspec’ting that general acquaintam'e with folk-verse is 
liniite<l to about a dozen well-known titles, we testtvi a group 
of kindergarten-primar>’ teachers to see what titles came 
mo.st prominently to mind. Without previous warning and 
without rcH'ent reading or study of Mother (loose, ninety- 
seven young women taking a course in cliildrerrs literature 
w'ere asked to write <low'n as rai)i<ll.y as possible titles, or any 
identifying line, of Mother (loose rhymes in the order in 
which they came into their minds. They were given just 
tw'o minutes in W'hich to w rite. 

The results of this experiment in brief were as follows: 
The largest number of titles given by any one was fourteen, 
the smallest was two. TJie total numl)er of different rhymes 
named was one hundred and five. The frequency with 
which certain titles were mentioned n^iged from one to fifty- 
one, the rhymes which were listed by fifty jKjr cent of the 
class being Miss Muffet. and Jack ami Jill, with fifty-one 
“votes** each, and Boy Blue, with fifty out of a possible 
ninety-seven. Jack Horner was just below tfie fifty per cent 
mark, being found on forty-six lists. 
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So far as revciiled by this test the following are the best- 
known rliymes; at least they are the selections most readily 
recalled by these particular pt'ople: 

Times mentioned 


Miss Miiffrl 51 

Jack and Jill . 51 

Boy Blue.50 

Jac^'k Horner. , . 40 

Old Mother Hiihbard 40 

Little Bopeef), . 41 

Hey, Diddle. J)id<lle .40 

Iliinipty Duinply . 36 

Mistress Mary 30 

Hiekory, Diekory. DiM'k.^20 


Baa, Baa, Black Sheep .•28 


SiieJi charming verses as “I saw a sliip a-sailing,” and 
“Ljidy-bug, lady-bug," are inent ionedoidy once each, and the 
picturesque little mariner, Hobby Shafto, is recalled by only 
two. “One misty, moisty morning "finds a j)laceon two lists; 
“Pat-a-cake" on three; and “I had a little pony," on four. 

Mrs.Halx-ock ’ examined twenty-four modern and popular 
primers and first rea<iers to see to what extent primary' chil¬ 
dren are introduced to folk-verse through their textbooks. 
In condensed form the residts of this inquiry are as follows: 


Nurnher of hooks <‘xnniined . €4 

Nuiiiher of ilifferent rhyuie.s found .63 

Number of selections per book ranged frcuii. 0 to 20 

Mtxiiaii number per book . 3 

Rliymes most fret|uently included: 

Little Boy Blue. in 10 books 

R<K*k-tt-b\'e, Baby.in 8 books 

Pat-a-cake. in 5 books 

Baa, Baa, Black Sheep.in 4 books 

Once 1 Saw a Little Bird.in 4 iKioks 

Ding, Dong, Bell.in 4 books 


* Mrs. H. T. UttlK'cK'k. Unpublished paper, prepared in 1920 as part of a 
Opurse in Children’s Uterature, Teachers College, Columbia University* 
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It does not necessiirily follow tliat more verse of this sort 
should be include<l in textbooks for bej?inncrs in reading?. 
The figures are offered here to show that the notion that 
primary pupils in general are getting a full ac'tjuaintanee with 
this material througli tlieir readers is erroiK*ous. Mother 
Goose is the child's first classic, and shouhl be presenttMl as 
worth while in itself, in a reasonably full colhvtion, well 
bound and well illustrated. 


A(’qt'aixta>j('e with Folk-'I'ales TiiHorcii Textbooks 
IV UeaDINC is not Sl’KFK'lENT 

There is sonic danger that the <*hoicest folk- and fairy¬ 
tales will be known to pupils in the lower grades only through 
impoverished versions wl)ich have been reduced to a vocabu¬ 
lary and a style suited to primers and first readers. 'J'his is 
not intended as a criticism of textbooks whu'h contain lhe.se 
much-simi)lified .stories, but is mentioned as the basis of a 
pleii for giving childriMi orally the very lavst \ ersions of these 
stories and many otliers of the .same tyjie. 'I'hc very excel¬ 
lence of some of the.se books as reading texts may cause 
teachers to overlook the nece.ssity of offering a rich course in 
literature for its own sake. So much time may 1 k' sjient on 
The Little Red lien, (’hiehrn Little, etc., as material for teach¬ 
ing reading, that the teacher will fail to give orally an abun¬ 
dance of equally good stories in better liter; r\' form. 

Some systems of teaching reading rwpiiri the verbatim 
memorization of stories as they apjx'ar in the text. Teach¬ 
ers are expected to tell tlie.se stories in the staccato sentences 
of the primer. Even kiiaJergarten t<‘achers, in an effort to 
“prepare” for reading, .sometimes limit them.selves in story¬ 
telling to tlic particular version^ which will be encountered 
later in lH»ginning reading. This .seems an unduly re.strictive 
and narrowly utilitarian policy. These simple, delightful 
old tales lend tliemselves admirably to the early steps in ac- 
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quirinj? the art of reading* but teachers need to be careful to 
present them also orally through reading to the class or tell¬ 
ing them in the best obtainable versions. 

Another result due to the tendency to subordinate litera¬ 
ture to skill in reading is the overuse of the accumulative 
tale in the lower grades. In teaching reading, there is a 
peculiar advantage in employing such stories as The Old 
Woman and her Pig, The Little Red Hen, The Gingerbread 
Boy, The Gat that Lout her Tail, etc. There is, of course, in¬ 
trinsic charm in such stories for young children, and they 
should become acepuiinled in one way or another w’ith many 
of the best of this type. But there is no excuse for using this 
one pattern to such excess. It tends to keep children too 
long on an exceedingly obvious and chain-like form of plot, 
when they are (juite mature enough iiitellec'tually to follow 
with undtTsLinding and delight .stories having a somewhat 
more complex organization. They should have many folk- 
and fairy-tales of a type providing greater variety of events, 
with a less fortuitous and arbitrary .sequence, witJi charac¬ 
ters in more natural relation to each other. The thinking 
and the memorization called for in accumulative tales are 
ba.se<l upon as.sfK'iations of the simplest, most obvious sort. 
In the “c'hain” story, one name and one event touch off by 
association another name, another e\'ent, in a mental process 
much like that involved in reciting the A, B, (’’s, whereas 
stories like Sleeping Beauty, Cinderella, The House in the 
Wood, The Frog Prince, 2'he FAres and the Shoemakers, while 
coiKstructed on simple dramatic lines, have different struc¬ 
tural patterns. Mastery of such tales requires richer and 
more varied ns.sociations, sinc‘e appreciation and recall must 
be .secjured through much more complete thought-processes. 

TextlH)oks beyond the first reader, and even a few for that 
grade, contain to-day a wealth of these fine old tales in really 
•excellent form. A goodly number of texts with their de- 
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lightful illustrations may be thought of as genuine story¬ 
books. But we slioiild liave also in the classroom collections 
of folk-tales never meant to be used as textbooks. Children 
should have an opjjortunity to handle and know intimately 
such books as Leslie Brooke’s * The Three Pigs, The GoMen 
Goose Book, and Johnny Crows Garden; and ^’alery Car- 
rick’s Picture Tates from the Russian. The stories in such 
books are not reducctl to terms suited for beginners’ own 
reading, but they are admirably adapted to stimulating the 
desire to read, and they furnish the teacher with ex(*ellent 
versions of some of the old tales in language and style ap¬ 
propriate to read aloud to young [)U[>ils. For the reading 
of more advanced primary i)uj)ils there is an ubundan<‘e of 
folk-and fairy-tales in beautiful illustrated tnlitions as well 
as in tlie l>est textbooks. This phase of the subject is dis¬ 
cussed in (’haptcr XI. 


Rkalihtk’ Stouiks auk Nkkdki) 

The fact that such a very large perc<‘ntage of tlie subject- 
matter of primary reading texts consists of folk-tales makes 
it the more important that tlie children be furnished through 
other cliannels with a varied program in literature. Few 
students of the subject would (piestion the importance and 
6tness of fairy-tales in a course in literature for the primary 
school, but, although most children delight in such stories, 
they have also a lively interest in “true” stones. Too much 
W’eight has l)een attached to the commonly accepted dictum 
tliat interest in fairy-tales culminates at about the age of 
seven or eight years. Too little attention has been given to 
another line of interest exhibited by pnujtically all children 
from a very early age — tlieir delight in narratives dealing 
with the daily life of real people, young and old, of to-day 
and yesterday. 


* Sec Appendix. 
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Without special effort, the offering in realistic stories will 

be too scant. There arc relatively fewer stories of real life 

%• 

in cliildren’s books to-day than in those of fifty years ago, 
though what do apy)ear are better in literary quality, less 
goody-goody, and unnatural. Because so few stories of this 
type are found in books intended for children to read and 
because they arc so difficult for teachers to find for telling, it 
is safe to assert that the masses of cliildren in school up to, 
and including, third grade, are getting ver}’^ little fiction that 
does not involve more or less of the supernatural element. 
Too rarely do they have an opportunity to follow an inter¬ 
esting plot with real cliild characters, with setting and inci¬ 
dents true to life, developed witli the fine imagination, taste, 
and skill of a literary artist. For j)rimary grades there seems 
to be comparatively little that corresponds in character and 
rpiality with the offerings for older children, such as The 
Secret (iarden. Little Lord Fauntleroi/, Vuderntood Betsey^ The 
Prince and the Pauper, ainl Tom Saicyer. 

Teachers shouhl searcli through (“olleclions for good real¬ 
istic stories to tell, should read aloud longer and more diffi¬ 
cult ones, and should place in tlie children's hands as soon as 
possible such complete wholes as All About Johnnie Jones, 
About Harriet: Ulien Molly was Sij-; The Eskimo Twins; The 
Dutch Twins; Wee Ann; and The Snow Baby. 

Closely related to this class of stories and offering similar 
values are animal stories whieh miyht be true. By this, it is 
intended to distinguish them from the fairy-tale kind where 
animal characters talk, <lress, and behave like human beings 
and have a disconcerting way of changing form and nature 
at their con\'enience. We shall disregfird here the ‘^nature- 
fakir” controversy. I'lie children's library should include, 
of course, the most reliable and authoritative references re¬ 
garding animals, birds, and insects, but there is no need to 
press too vigorously the exactions of science when discussing 
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literature. Surely there should be no hesitation in including 
fine stories in which animals are the lending cliaracters and 
wdiich are so w'ritten as to seem true to life to all readers ex¬ 
cept the most mature, experienced, and scientifically traine<l. 
Primary children should make the actjuaintance of Raggylug^ 
Johnny Deary Kray, Moufflon, and Dlack Drauty — not as 
vehicles for conveying instruction in nature-lore, but as 
wwtliy examples of a type of fiction which a])peals strongly 
to H dominant interest of iJie young and to wsympathics which 
wc wisli to encourage. 


Modeun FANt iFCL Tai.es siiori.D UK Ski.ectki) with 

Ksi»i:( lAL ('ake 


The \vrm fanciful talc is one often used to designate a large 
group of stf)ries written in comparatively recent times as dis¬ 
tinguished from the old anonymous folk- and fairy-tales 
w'hich were “the jiroduct of the ages.” 'Fhe term is a corn- 
preliensive one sometimes loosely apfilied to all modern 
stories for children which are not strictly rcali.stic or his¬ 
torical in character. Vast numbers of these stories have 


been puldished, and they are of all degree's of worth from 
zero to a quality w’hich .stam[)s them as genuine classics. 
Tlie quantity is su.spiciou.sly voluminous, and that fact alone 
w^arns us to examine carefully into the quality of the product. 

An outstanding trait of the great mass < f these tales is 
their lack of balance and restraint. They employ many of 
the .supernatunil agi'ucic.s and characters of the old tales — 
giants, fairies, elves, gnomes, etc. and attempt to work 
their magic in similar ways, but there is a ti'iidency to pile 
marvel upon marvel, to resort to the freaki.sli and fantastic, 
the bizarre and preposterous. Many critics have pointed 
out that, w'hile the old fairy-tale employs just enougli magic 
to enable their very natural human cdiaractcrs to win out in 
their endeavors, many modern fairy-tales set no limit upon 
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the use of the supernatural. They have consequently little 
of tlie sincerity of the old tales, and rarely touch tlie emo¬ 
tions in any way except through the occasional appeal to a 
sense of humor. Most of these stories furnish only a mo¬ 
mentary amusement. They are marked by the sophisti¬ 
cated inventiveness of their authors ratlier than by the 
creative imagination necessary to a real art product. In¬ 
volved plot and inconsequential incidents make them diflS- 
cult to follow, while intended symbolic import frequently 
further obscures whatever direct meaning the storj’’ might 
have. Quite often they are written in an attempt to convey 
a specific moral lesson or to carry propaganda of some sort, 
such as healtli, thrift, patriotism, and these i)urposes become 
paramount. Real literature is not created that way. 

In searching for excellence in the great mass of fanciful 
tales, the novice at tlie task continues l) 0 }>eful for some time 
tliat there will come to light true counterparts of such old 
favorites as Goldilocks, Sleeping Beauty, Jack and the Bean 
Stalk, or Hansel and Grethel, but that is vain. Modem 
WTiters cannot satisfactorily imitate these old models nor can 
they create new tales in the old spirit. Both mould and pre¬ 
cious mixture are irrecoverable. 

We must not expect, then, that the modern tale will be 
really so like the old fairy-storj' that any intelligent person 
will be deceived. Neither .should we judge them for their 
unlikeness to a type which the>’ can never closely approxi¬ 
mate and which the best writers seldom attempt to copy. 
It would be a mi.sUike to let the strictures of adult judges 
deprive the child of to-<lay of the stories of to-day be<*ause 
many of them seem rather trivial and ephemeral. They be¬ 
long in a class by themselves and have their own style and 
charm. 

The best have many elements of peculiar beauty and de¬ 
light. Their greater Icngtli and coir.p'.cxity is an advantage 
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when we consider the more mature children. Such stories 
as The Little Laine Prince^ Pinocchio^ The Adreninren of a 
Browniet The Bluebird^ The Story of Dr. Doliitle^ call for more 
sustained interest because of a more elalwrnte plot worked 
out with many surprises and with a wealth of charming in¬ 
cidents and whimsical invention on the part of the authors. 
The characters are followed tlirough greater stretches of 
time and space, tlirough a greater variety of expcrienc<*s, and 
the child audience is thus prepareil for the tales of adventure 
and romance of a later peri(xl. In the ohl folk-tales there is 
rarely any change in tlie nature and conduct of the chara(?- 
lers; Uiey are usually very, very good or very, very bad at 
the l>eginning, and this tliey continue to the end. The im¬ 
pact of experience, the influence of other natures, have no 
effect upon them. Modern fairy-tales have as a rule more 
gradation of light and shade. Since the characters are not 
tagged so unmistakably as good or bad, readers must judge 
and discriminate more as regards motive and conduct. The 
whole nature of the leading character may undergo a change 
in the progress of the story by reason of the situations and 
reactions [jortrayed, as in Ixirenzini’s PInocchio and Selma 
Lagerlbf’s Jlie Wonderful Adventures of Nils. 

The moral issues of folk-lore are exceedingly fundamental 
in character, involving as a rule such cpiestions as courage, 
truth-telling, ju.stice, filial duty, obedience, and indu.stry. 
Modern fairy-tales also often center alxiut sach issues, but 
j>erhaps more frequently the ethical questions are less basic, 
less deeply rooted in human conduct, and more (•nneerned 
with such qualities as contentment,*kindness, politeness, 
good temper, un.selfislmess in small matters, cU*. These 
issues are not to be despised providefl the story is developed 
in such manner as to present the theme in a balanced and 
artistic way. For the life of to-day is different from that of 
primitive times, and there are themes of interest and mean- 
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ing to children which may not have been so significant in a 
less complex world. 

A few exceptionally fine stories for the youngest children 
have a[)pearcd in very small volumes. Among the best are 
Little Black Bambo^ by Helen Bannerman; and the beloved 
Peter Rabbit and Squirrel Nutkin, by Beatrix Potter. Books 
of pinafore-pocket size attract in pinafore days, but it takes 
sometliing more tlian small dimensions and “cunning” pic¬ 
tures to make a good book for infant minds. 

lliere can be no question as to the popularity of stories of 
animals dressed uj) and comporting themselves as human 
lacings. The keen native interest of cliildren in animal life 
accounts in i)art for this popularity, and the illustrations are 
as a rule clever and amusing. Then actions which would 
be (|uite commonplace if people were the characters seem 
uni(|ue and exciting when i)erformed by <iucks, pigs, foxes, 
l)ears, and rabbits. It would seem to the careful observer 
that better stories are likely to be submerged by the great 
output of cheap tales of this kind. The newspapers are full 
of tljein, and new writers of this type seem to spring up over¬ 
night. The children’s native liking .should not be ignored, 
but certainly .some moderation in selection should be prac¬ 
ticed. A few of the Beatrix Potter books, a fev/ of Gelett 
Burgess’s, and single choice stories such as Perez the Mouse, 
adapted by Lady Moreton, and Rae’s Grasshopper Green and 
the Meadow Mice, would perhaps furni.sh enough good ex¬ 
amples of this class until the children are ready for that 
wonderful characterization of animal life, Kenneth Gra- 
hame's The Wind in the Willows, 

A Taste fob Modern Ver!se should be (Cultivated 

While there is comparatively little verse for average kin¬ 
dergarten and l>egiiining first grade whicli fits the tastes, 
^terests, and emotional reactions of the period as well as 



SELECTION AND USE OF LITERATURE 


271 


Mother Goosey we sliould l)e on the alert to discover for tliese 
years bits of suitable song and i>oetrj' from modern writers. 
The Peter Patter Booky by Leroy F. Jackson, contains delight¬ 
ful verse quite in the spirit and style of the old nonsense 
rhymes. Here and Uiere from tlie of well-known au- 
tliors have come bits of verse \'ery like folk-rhyme. They 
are characterized by simple, naive conceits, pictured vividly, 
expressed rhytJimically, and brought to completion in the 
smallest possible compass. Laura Richards and ('hristina 
Rossetti furnish many examples of this kind, and Stevenson’s 
Time to liisey Raiuy and Singing are familiar illustrations. 
Walter Dc la Mare’s A Chihrs Day presents the simjdest 
everyday experiences in pleasing rhyme, and in his collec¬ 
tion called Peacock Pic lliere are several poems as perfect as 
tliey are brief w'hich (piile young children greatly enjoy. 
Delightfully childlike and naVve in conception are the little 
poems bearing the titles yl/os, Alack; The Bandog; nnd Bread 
and ('berries. 

A step at a time children should be introduced to less frag¬ 
mentary, le.ss concrete verse. We shouhl help them by de¬ 
grees to discover tlic pleasure to be found in poetry calling 
for greatef imagination, for less obvious asscK'iation of ideas. 
It is well at every stage to i>rcscnt some j)OC*try which is 
likely to appeal by sheer music of meter and language. 
While there is something very elemental in the a])ppal of 
poetry, higher intellectual resi)onses also arc vailed for in all 
but the simplest nursery rhymes. Increasing mastery of 
language is demanded, since poetry brings the added diffi¬ 
culties of inversion, elision, figures of speech, and unaccus¬ 
tomed phrasing. Knowledge which comes from exi)crieiicc 
is required. Poetry does not deal with airy nothings; it pre¬ 
sents the familiar w’orld about us in an idciiilized way, 
searches out hidden meanings and relations which the aver¬ 
age person sees dimly or not at all, and presents these in a 
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fresh and arresting manner. It follows that the more one 
has truly experienced, tlie better he is prepared to enjoy the 
pictures and interj>retations of tlie poet. 

It is true, as has been so often said, that children are nat¬ 
ural poets; that they are in the mythopceic stage which 
(causes them to offer naive and often beautiful explanations 
of the puzzling phenomena about them. They turn inani¬ 
mate objects into sentient l>eings; appearance becomes 
reality; terms and attributes of the familiar and known are 
applied to the strange and unfamiliar; there is an easy sub¬ 
stitution of one object for another similar in some respect. 
Flowers are (‘hiIdren to be tended; tall weeds are giants to be 
destroyed; the .setting sun is a red balloon; hailstones are 
little marbles which got spilled; elder blossoms are parasols. 
But this tcndeiK^y on the part of children to offer spontane¬ 
ous and naive interpretation does not necessarily insure that 
they can enter into the poetic conceptions of an adult mind 
regarding the same ev<*nt or fact. \ young child may quite 
.spoiltan(H)usly call the stars “little holes in the floor of 
heaven,” or may think they arc “lanterns which the angels 
hang out”; but this is no proof that he will be able at that 
time to .shift to Frank Dempster Sherman’s beautiful con¬ 
ceptions in his poem Daisies^ in wliicli he .speaks of the stars 
as “daisies white tliat dot the meadow of the night”; the 
moon, a lady fair who 

“. . . picked them all 

And dropped them down. 

Into the meadows of the tow’ii.’' 

Later the child may be able to play freely with different 
fanciful ideas regarding life about him, catch charming fan¬ 
cies from others, and perhaps w'eave these witli his own into 
new patterns, but we need to be careful not to submerge him 
^’itli mythic, poetic ideas while he is still groping after a few 
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salient truths regarding the complex world wliich he has so 
recently come to inhabit. It is only after we have a dim 
notion of what stars and moon really are, and have seen 
daisy fields under just the right aspect, that we can enter 
with full delight into the charming story which the poet 
unfolds. 

In introducing children to the realm of poetry, great gaps 
have too often been left. They luive been allowed to stum¬ 
ble along with too little guidance, apparently in the belief 
that some are natural poetry-lovers w'ho will find their own 
way in good time and that others never will care for poetr>" 
anyway. 

Judicious selection and intelligent grading are essential if 
the world of beautiful j)oetry is to be oj)ened to cJiildren. 
Not only should maturity, experience, ami temperament be 
considered, biit we should distinguisli also as regards the 
uses to which the select ions a re to be i)ut. Some are suitable 
for teacher and pupils to read together for immediate enjoy¬ 
ment, while other poems might be cho.sen if one were seeking 
a series of the most aj)propriate and important for memo¬ 
rization. 

Well-graded material for the first-named purpose may be 
readily found in numerous excellent collections of poetry for 
children. Titles of sucli Iwoks are given in the Appendix. 

As regards the second purpose, memorizat'ori, several ex¬ 
tensive studies of published curricula have l>ecu made for the 
purpose of ascerbiiiriing which poems are most frequently 
memorized in our s<-hools. 

We may easily attach loo much importance to such lists as 
these. One .should not overlook the fact that in making 
curricula there has been a great deal of borrowing not always 
of the most intelligent kind. Hence, it is easy for a certain 
poem or story to appear again and again in courses of study 
for different cities, and for the “frequency’* to l>e very high 
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when as a matter of fact probably very few well-founded, 
direct, and sincere jud^'ments have been made by those re¬ 
sponsible. A group of teiichers in a given school, knowing 
children well and their own pupils in particular, and having 
an intimate acquaintance witli poetry, can make a much 
more satisfactory selection for that school than will be fur¬ 
nished by any composite list obtainable. We must remem¬ 
ber that poetry, esi)ecially in its higher forms, has not the 
same universal appeal as has a fairy-tale such as Cinderella 
or Pms in Boots. One cannot have the same assurance that 
Stevenson’s The Swing, for example, will be appreciated and 
liked by almost every child in any first grade in any environ¬ 
ment. For these reasons it is wise to take graded lists of 
poetry compiled for another school or locality as suggestive 
rather than absolute. 

('hiltiren should be allowed a great deal of choice as to 
what they will memorize. There are only a very few .selec¬ 
tions of such supreme worth that one can safely say every 
English-speaking child should know them “by heart.” Out¬ 
side of these there are many poems, not differing widely 
from each other .so far as literary quality is eonc*erneil, but 
exhibiting great variety in mood, content, and form, (’on- 
sidering the great individual differences among children 
themselves, it seems i)oor psyeholog\’ to determine too 
closely poems for mass memorization. The oj)portunity to 
choo.se is one very large element in developing a love of 
poetry and a sound taste as well. There should be much 
reading aloud on the piirt of the teacher as well as by the 
best readers in the class. In this way tlie children get a par¬ 
tial acquaintance with a considerable number of poems of 
various types, and those they clioo.se later for special study 
and memorization will be much more likely to be selected 
because of a genuine interest and liking. 
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QUESTIONS 

1. Why is there small excuse for a meager course in lilcrnlure? 

2. Why should one not l>e satisfied to give young children in 
school only the Mother Goose selections found in primers and 
first readers? 

3. It might be interesting to test an upjK'r-grade riass (without 
previous announcement) to stn* how many titles of Mother 
Goose they can write in two minutes. ChcH'k the results to 
see if only a very few rhymes are mentioiuHl by nearly ail. 

4. \Vhal are the characrteristic points o( strength aiul weakness 
in mtHlcrn fanciful talcs? 

5. Why is it important to give fresh consideration to tlu* selec¬ 
tion of ptx?try for any given <*ourse of stmly rather than ac¬ 
cepting largely some reiiuly-ma<lc list? 

6. Should a considerable latitude of choice be accorded chihlrcn 
in the matter of poetry to be memorized? (Jiv’e reasons for 
the position you lake. 



CHAPTER XIV 

IF ARITHMETIC IS A TCX)L SUBJECT, WHOSE TOOL 

IS IT? 

Ahithmetic is quite commonly characterized as a tool sub¬ 
ject. We are told that its value consists not in any intrinsic 
meaning, but in its serviceability in accomplishing and un- 
derstimding the affairs of life. The old argument tliat the 
study of arithmetic gives a general mental <liscipline is in tlie 
discard. The liuman race has slowly ev'olved and organized 
a large txaly of knowledge and skills called arithmetic which 
it employs to facilitate its labor, its arts, and its social inter¬ 
change. Is this a tool for cliildren, or does it belong only in 
the equipment of the adult? When, where, and by whom is 
it to be actually used? 

It is .safe to say that, in spite of the mtxlei'n em{>hasis upon 
social aspects of education, there are .still thou.sand.s of ele¬ 
mentary scliools in whic'h practic^ally all the arithmetic work 
for six years consists in an attempt to get control over the 
skills involved. If the pupils ever test out their ability to 
apply this knowledge to real affairs, they do it on tlieir own 
initiative outside of school. This is particularly true of the 
primary grades. Often in schools where banking, insurance, 
simple bookkeeping, cooking, and pattern-drafting give 
some vitality and meaning to arithmetic in the upper grades, 
the younger children arc required to spend practically their 
entire time on drill in abstractions. Some gain has been 
made in recent years in upper-grade work through the elim¬ 
ination of processes which are admittedly never used in real 
life, but which w'ere universally found in the older textbooks 
and courses of study; for example, least common multiple, 
greatest common divisor, cube root. Improvement has 
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been made also by setting; a more reasonable limit to the 
complexity and magnitude of the factors involvtHl in certain 
operations. Because primary arithmetic did not (‘ontain 
outworn topics similar to those just iiientioned, but has al¬ 
ways dealt chiefly with the four fundaniental oi>erations, it 
has not profited so much by the progressive niovemcnt which 
has brought upper-grade work more nearly into line with the 
requirements of everyilay life. Yet primary children are 
farther awav bv several vears from the uses which come with 

4 •' 

adult participation in trade, manufacture, and a('counting, 
and are therefore less able to project tbemsehes into the 
future; and apply in imagination what they are trying to 
learn. They are more dependent than the older children 
upon the present utilization of partly formed skills as op¬ 
portunity offers in school and home life. 

Three or four years (the period usually assigned to pri¬ 
mary work) is a long lime to keep on sharpening, grinding, 
or pe)inting an unused instrument. If it is seldom or never 
ernidoyetl for interesting and prac tical accomplislinienl and 
its efficiency tested thereby, how can the worker ever learn 
to use it successfully? How can he be sure that his ctmtrol 
of the tool i.s satisfactory if he i.s rarely called uj)on to handle 
it in any real undertaking? 

There arc two kinds of satisfaction in owning a sharj)- 
bladcd jack-knife. One comes simj)ly fn*m the sen.se of 
ownership; to feel the knife in the pocket, Jo admire the 
shining metal, to open and close the blades, to test, its keen 
edge by whittling or hacking any i>iece of wood wlikb comes 
to hand. But soon the owner’s .satisfaction takes a more 
sj)ecific form, such a.s carving the initials, .shaping a boat, 
cutting and trimming a fi.shing-rod, and making all manner 
of boyi.sh contri^'ances. The knife lK‘comes the boy’s most 
valued and indispensable tool without whirb he would be 
handicapped in a hundred situations that are personally 
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important. And as he uses it, he heeoines more and more 
exiiert and sure. In one sense tlie knife is more liis own now 
than when he first acquired it. He seldom sharpens and 
poli.shes the blades just btK'ause a grindstone is at hand, but 
is moved to keep the knife in good shajie because it is un¬ 
satisfactory and annoying to attempt to cut and carve with 
a dull, nicked, and rusty knife. From childhood to man¬ 
hood he continues at times to whittle idly at any tempting 
piece of wood, but this is dwidedly a minor satisfaction as 
compared with the realization of desired ends. 

Is it pushing the metaphor too far to attempt to apply the 
psy(‘hoIogy of the jack-knife to the mastery of arithmetic? 
Of course reasoning by analogy is often fallacious, but if 
arithmetic is nuMint to be a serviceable tool, it seems both 
logic'al and necessary to inquire to what extent aiul at what 
stage we may expect it to function. It is fair also to ask 
whetlicr ade<(uate mastery <‘an Ik* attained w ithout constant 
and genuine application of facts and processes. 

IIaVFJ FiH.ST-GhADK rillLDItKN ANY FsK Ff)H AaiTflMKTH’? 

The question as to whether arithinetic .shall I>e taught in 
first grade has been much discussed. \ arying answers with 
resulting jmlicies have almost always l)eeri based upon such 
considerations as maturity of the pupils, the difficulty of the 
subject, and economy of time. Are first-grade children 
ready to deal with new symbols and master the facts? Do 
the results justify the amount of time sjient upon the sub- 
je<'t in this gratle? (If‘< asionally these questions are raised 
with regard to second grade also. Will the children not be 
just as far along at the end of the third year if the subject is 
postponed for a year or two? One veiy seldom hears the 
questions, “Do six- and seven-year-old children need some 
knowledge of number and measure in order to carry on their 
•affairs satisfactorily? W'ill it help them to understand and 
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get control over their own world? ” Whether these young 
children truly need some arithmetic in their school life de¬ 
pends upon the character of that life. W'here passivity on 
the part of pupils is the rule, where ret'eptivity is all that is 
asked, there can be no iinnieilinte nee<l for number. (\)m- 
putation is called for only in connection with active affairs. 
Whenever pt'ople are in close active association, living to¬ 
gether in social relationshi[)s, forming and executing indi¬ 
vidual and group plans, simple computations are always 
necessary. This is particularly true when materials are 
variously employed and W'here resi>onsibilily is shartHl. 

It sounds paradoxical, but it is certainly true that more 
knowledge of arithmetic is really meded during school hours 
by children in a fairly gocnl kiiidergart<'n than in a formal 
traditional second grade. I'he former are actively engaged 
all day in work and jilay. I'hey are handling a variety of ma¬ 
terials and fitting tlumi to a variety of ends, and wherever 
such activity is going on, concepts of magnitude, quantity, 
and relation arc constantly calked for. fn the formal second 
grade w'hich we have in mind the children sit still and do 
nothing; there is not a scrap of material f(» do W’ith; tliey arc 
out of touch completely with the real chikl-workl of W'ork 
and play. It is obviously impossible for any genuine need 
for computation to arise here. 

It scH*ms strange that just when a strong iiovement had 
started toward providing for a more active program and a 
richer curriculum in primary grades, more play and games, 
more industrial arts work, more excursions, more pupil re¬ 
sponsibility ill class organization, thery arose a disposition 
to cut out arithmetic altogether from first-grade work. 
Through these realities of child-life the school has for the 
first time a chance to make arithmetic purposeful, effective, 
and genuinely concrete. Only in the newer type of primary 
.school can the children gra.sp and u.se arithmetic as a nec¬ 
essary and valuable tool. 
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It is to feared that, where arithmetic has been dropped 
out of early f)rimary work, it has often been done in order 
tluit, tlirouj'h the postponement of one kind of arduous drill, 
time may be found for more drill in another subject. The 
mechanics of rea<lin^ will consume all the lime that can be 
save<l elsewhere if those directing' the work do not keep a 
sense of relative values. Suzzall<» ' says: 

... It is a fairly mMi<*ral opinion tliut tlic aritlinietic sliould not 
b<‘ tliroan np(Mi tin* m’IiooI beginner alotif? with tlic other heavy 
biirdiMi of learniii;^ to read. Learning the ineehaiiies of readitiu is 
<]iiilc‘ the most important |)arl of the first school year, and the ad- 
<litioii of the difficulties of uiutther ian^na^e, for such luimher is, 
would 1m“ U> overburden and tlistraet tlie ehihl. Ihuiee a eoinmon- 
sens<‘ distribution of burdc'iis and tasks, regardless of ({uestions of 
ehihl maturity, would <lelay the formal aiul s.\stematif' study of 
arithmetu' a half or whole s(‘hool \ear. little reliance beinjr placed 
upon previous “incitlentar* acquisition. 

There' is abundant evidence that young children are quite 
as intercstc*! in number as in reading. In the very early 
.stages it is perhaps a more universal interest. It seems 
probable also that in one way or another most children 
touch upon the (piantitalive side of life before entering 
school more than they do \ip<in the reading art, and that 
they “]>i<*k up” more knowledge along the former line. It 
is a well-known fact among primary teachers that many 
children entering first grade from the kindergarten and from 
the home come with a fair .start in the rudiments of arith¬ 
metic. Failure to utilize and develoj) this knowledge seems 
to be justified oidy where the time .saved is devoted to the 
richer ('ontent subjects. Reading in c'hildhood is, of course, 
more important than arithmetic, iK'cau.se it opens up the 
rich world of literature and also Iweause it is needtH;! in such 

* Suzsuilio, Henry: Thr Teaching of Primary Arithmetic, chap, iv, p. 87. 
ftoughton MilHiii C'utupaiiy. 
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a large part of the other school work Ik?.voiu1 second grade. 
We are simply urging that the first two years in school 
shall not be given over so completely to forcing this subject 
to the detriment of almost everything else. If independ¬ 
ence and self-help are to be encouraged in manual arts, in 
games, and in ktH'piiig rwords; if responsibility is calleil for 
in care of materials, in otlier schoolroom housekeeping and 
in running errands; and if ideas of thrift are to be ofTectively 
implanted, then some aritlimetic must be well taught fairly 
early. Furthermore, certain jdnises of the subject can be 
more successfully taught in these situations than in any 
other way. 


WlIAT IS AIkaNT IIY iNCIDKNTAn TkACHINC! OF 

AuITUMKTK'? 

The answer which we make to this fiuesthui determines 
whether tlic method so dcsignat(‘d shall be considered com- 
memlable or re[)rehcnsible. Do we mean by incidental 
teaching that chaiuv bits of knowledge and skill are to be 
picked up at random out of a mass of cxperien<*e, to b<‘ rioted 
and used to-day and neglected to-morrow? Does the t(‘rin 
signify tha*. there is no conscious plan looking toward definite 
accomplishment, that the whole procedun* is about as scat¬ 
tered as is the number expcTience most children have out of 
school? No doubt a goo<I <Ieal of firactice has justified this 
coiice])lioii; but the term is often misapplied i > a much more 
rlefinite and orderly plan. Any procedure which does not 
follow a fixed and higu'al onler, which turns asiile to utilize 
immediate experience of a (piaiititative .sort even though it 
may not fall reiidily into an establish^! .system, is by some 
people designated as incidentaL 
The term is a poor one, and its disrepute has hindered the 
movement to make arithmetic more useful and interesting 
to children. 
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Applied arithmetic more truly des(!ribe8 the kind of 
number work which sliould be provided abundantly and 
with careful, intelligent forethought. Such planning means 
that aW W'ho have to do with making the curriculum, and 
especially the grafle teachers, will make a thorough study 
in advance of those opportunities for suitable number work 
most likely to arise through the enriched program of the 
school. 'I'hey will provide a greater number of natural 
situations where counting, learning to read and write num¬ 
bers, addition combinations, simple measuring, and buying 
and selling in small values are called for in first and second 
grade. In thinl grade a few situations at least w'ill be dis¬ 
covered where building up the multiplic ation tables and the 
necessary memorization will be stimulated by .some real 
need. Every unit of w'ork of any .scof)e, whether initiated 
by children or t<‘aclier, will be scrutinized by her to .see 
whether there are not valuable arithmetical features which 
will be neglec'ted unless she definitely plans to make tl c 
most of them. “Making llie mo.st of them” ought not to 
mean the exaggeration out of all proportion of the mathe¬ 
matical elements so that the main purpose is dwarfed or 
forgotten. One should not in the desire to teach arithmetic 
spoil an excursion, kill a birthday celebration, overload toy- 
making to the breaking point, or convert a good game into a 
stupid, tiresome exercise. Halance and .sincerity are called 
for, and one must keep in view the ideal of helping children 
to understand and u.so arithmetic in just the ways that life 
demand.s. 

WllAT IS TIIK Pa.M’TK'At. ImPOHT OF THE PilHABE 

“Beoin with the C’oncrete”? 

To observe the old tenet, “Begin with tJie concrete,” one 
must begin with some matter tliat has meaning and sig¬ 
nificance to the child so that he really cares about the results 
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of tlie calculations. Any otlier basis is more or less abstract. 
It has been pointed out by Dr. Dewey and others that 
things present to the senses, objects which we can see, 
touch, and handle, are not necessarily concrete. They are 
only concrete to us when tliere is an accompanying realiza¬ 
tion of their meaning and importance. A false conception 
regarding the concrete has caused us to pin our faith to the 
u.se of blocks, pebbles, splints, shoe pegs, and grains of corn 
for the purpose of making quantities, relations, and pro¬ 
cesses concrete to young pupils. Two grains of coni and two 
grains of coni are four grains of corn. The total observation 
is of no conse<juence to any one, and therefore abstract. But 
two pennies in a boy’s purse to-day and an imaginary two 
to be earned to-morrow make the four pennies he needs for 
that coveted ball, and represents the truly coru^rcte. The 
thret^ kittens, two white ainl one black, left at tlie farm 
months ago, may be more concrete to the little girl w'ho 
loved them than are the colored disks arranged in groups 
of two and one liefore her eyes. 

As rational beings, children fire reluctant to u.se small ob¬ 
jects as mere counters. They tr>' to build witli the blocks; 
they want to tell about the pebbles they have picked iqi and 
to compare them as to si/.c, color, et<’.; tlicy attempt to 
weave the slats together; they nibble at the corn or beg to 
plant it. Natively, children swk the true uses and meanings 
of things, and at this stage “doing suras” * ith objects is 
almost as abstract as doing them with figures. 

Very .suggc.stive and pointeil are the following passages 
from Dew’ey and McI>ollan’.s Psychology of Number: ^ 

The conscious adjusting of means to end, j)arti<‘uliirly su<*li ad¬ 
justing as rc(|U!res comparison of different means t<i pick out the 
fittest, is the source of all quantitative ideas — ideas such as more 

^ Dewey, John, and ’Mclx'llan, J, A.: Pitychoiogy of Sumber, chaps, iii, XV, 
D. Appleton and Co. 
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aiul less, nearer and fartlior, Iieavier and lighter, etc. Quantity 
means the valuation of a thing witli reference to some end. 

Nnrnljer is in reality a iiusle «»f metisuring value, and it d(X‘s not 
helong to things in themselves, hut arises in the eeonoitiieal adapta> 
lion of things to some use <jr purpose. Number is not (psycho¬ 
logically) got from things, it is put into tlumi. 

It is almost, etpially absurd to attempt to teach numerical ideas 
and |»r(M'i*sses irithonl tilings and to leach them siinjdy hy tilings. 
It is not the men* perception of things \vhi<‘h gives us the idea but 
the employing of the things in a <*onstruclive way. 

Merely uttar hing the names of familiar ohjeets to num¬ 
bers does not make the coneepi any clearer or more vivid. 
I once .saw an arithmetic hvssim in a first grade, of which 
tlu‘ following is an exact descrifitioii. On the blackboard 
were some addition exanijiles arranged as shown in the 
diagram. The children were required to fold their papers 
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.so as to .se<*ure similar cross-lines and then to copy the 
figures. 'Diey were directed to f)ul tM'ucils in tlie groove at 
the back of the ile.sk and the teacher then j)rocee<led as 
bdlows. “Hands on lieads!" “Three dogs and tliree dogs 

are-“Write!” “Hands on heads!” “Four i>eneils 

and two |)eiu‘ils are ..“Write!” “Hands on heads!” 

“Two sleds and five .sleds are-“ Write,” etc. At tlie 

eommand, “Hands on heads!” all were exfw'cted to place 
pencils secuircly in tlie groove. At the pause after a state- 
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ment they were expected to find tlie answer, and at the com¬ 
mand, “Write,” tliey wer<‘ to WTite it in the space left for the 
sum. All across the row* the teacher continiuMi in her at¬ 


tempt to make the numluTs concrete by making them dcfiote 
a number of familiar things. The children's thinking? was 
not affected at all by the mention of these things. They 
were actinj? as perfect little automatons. The teacher 
nii;'ht, as the next example, have said, “^IhrcH* (fcndc:tn(\s 
and four gendarmes are !“ “Write!” - and it is safe 
to say that there wouhl have been no falliitf^-off in the ac¬ 
curacy of the children’s n*sponses. 

The attempt to tea(‘h minicri<‘al ideas and processes with 
scarcely any use of thinp;s (or abstract figuring) and the 
attempt to teach by the use of olijeets as mere counters arc 
still the two most prevalent methods to-day in primary 
arithmetic. Here and then*, however, schools an; beginning 


to base cniTiculum and methods partly on the conc<»ption 
presenlerl above — tlial “number arises in the (economical 
adaptation of things to some use or purpose.” An* there 
pennies enough, or sheets of j)aper enough, or w'OfxI of suffi¬ 
cient length for .such and such a purpose? How many beans 
did 1 plant and how many have come up? About how many 
radishes df»es our market-man f)ut in a biincij? CaFi 1 get a 
bunch of that .size from my garden bed (or box) for m> 
mother? Do I know how to write t he numbers properly for 
the pages of the book I have made? How mai. more paper 
doilies must we make for our expected guests from another 
cla.ss? fs that .score for our game added correctly? A 


slight error may gi^'e the game to the wrong person. Are 
any .scissors nii.ssing? There should be twenty-five pairs. 
How many minutes by the clock docs it take this class to get 
on their wraps? Ilow many minutes for the quickest child? 
How many for the .slowest? I..<it us sw; if wc (‘an save 
enough lime for a story. How much ought wc to charge for 
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this lemonade? How can we find out? What will the best 
lily bulbs cost us? Can we afford to buy any other kind for 
our Easter bowls? 

Where there is constant and #?enuine contact with realities 
in arithmetic, half of the difficulties of comprehension disap¬ 
pear. Such terms as more than, less than, enough, altogether, 
add to, remain, difference, divide, and many others whi<*h 
often confuse bej;inners, arc rtuidily inwrporated in their 
active vocabulary because their meaning is made clear 
through practical use. Reasoning, in which many children 
seem so weak, becomes more accurate because they have so 
many ojiportunities to see real problems worked out step by 
step to a satisfactory conclusion. As an illustration of the 
disposition of children to go straight to realities in their 
thinking, I onc’e heard of a small boy who had the following 
example to solve: “How mii<‘h will one c|uart of milk c’ost if 
three cost thirty-six cents?** lie replied promptly, “Oh, I 
know that, eleven ceiits a quart at Johnson's.’* 

What sliould be done is so much more obvious w'hen the 
.situation is a real one; WTong proces.ses and absurd results are 
so much more easily detected. For this reason, if for no 
other, mo.st of the problem work in the first three grades 
should l)e f)ased upon the actual exijerience of the pupils or 
on situations .so familiar as to be easily pictured imagi¬ 
natively. This is not intended as an argument for a pro¬ 
longation of the actual handling of objects and materials and 
the postponem<‘nt of tliought processes apart from manipu¬ 
lation. In fact, such manipulation can be dispen.sed with 
much earlier and wdth greater assurance in any given opera¬ 
tion if it has been performed often in order to reach interest¬ 
ing and desired ends rather than wdth counters and for 
illustrative purposes. 
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What Arithmetic do Children really Usk? 

A notable study was made by G- M. WilsoiU to find out 
what arithmetic is actually reciuired by social and business 
usage on the part of adults. He says: 

The procedure is designe<l to 6nd out what arithmetic mature 
people use... . The plan is to secure from mature pi‘ople the 
actual figuring w’hi(‘h they do, aiul then analyze the problems thus 
secured in order to determine the actual social and bu.siness de¬ 
mands U}K)n arithmetic. 


W^hile such an investigation has its obvious limitations, it 
is credited with furnishing valuable evidenc*t‘ as to which 
subjects and prwesses should be oliminatctl or subordinated 
and w'hich should receive greater emphasis in school. 

No such .study has ever been attempted as regards chil¬ 
dren’s use of miml>er in everyday life, ami it is hardly likely 
that any very reliable data could be secured. In a small 
w'ay P. G. Noon- tried to make some such estimate. While 
his investigation dealt with grades above tlie primary it is 
worth while to examine the procedure used and to note the 
deductions: 


This paper is an attempt to answer two questions; (1) What 
arithmetical knowIc<lg<* and pt>wcr should be acquired by a <'liild 
by the end of Grade VT? .\iicl especially, (2) What should be the 
eonlent of the arilhinclie course in (ira<le.s IV\ V. iuid VI? 

The normal American child is the one conaidt, cd — one wc;!! 
brought uj) ill the middle class Amcrit'an home, who reached Grade 
VH at almut the age of twelve. ... 

School at best provides an unnatural environment for a child. 
His out-of-door inlcn'sts are the best expreasion of his [lersonality. 
Accordingly I have gone to the children, who know me, and askecl 


^ Wilson, Guy M.: The Social V»age of Arithmetic. Hurenii of I*uhli<-a- 
tioDS, Teachers G^Ilege, Columbia I’niversify. New York <'ity, 

* Noon, P. G.: “Tlie Cliild’s Use of Numlier”; in Journal of EdnccUional 
Vaychology, vol. x, no. 0, pp. 402-t}7. (November, 1919.) 
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them to tell rne what uses of nuiiil>er.s tliey make or notice oiitaide 
of sc‘hooi. 'J'hc eliilrireii w<Te inemlHTs of the Henry L. Pierce 
School in a clioicc resulence section f>f the city of Boston. 1 went 
to twelve classes of (iratlcs 1\', V, ami \'I, and to two iiniimture 
classics of Grade \'1I; in a most informal and fritmdly way 1 got 
them to give me the information 1 stnight. 

Then follows a tahulution of the children’s answers. The 
author credits each item it) the lowest grade that reported it. 
A part of the ilenis mentioned hy pupils in Gra<Ie IV will he 
cited here as typical: 

(lami-H. ('ailing ami n'ading numhers as, spots on domin(H\s, 
spots on dice. Counting, niarhles aiwl lo[)s, keeping .seore, mmil>ers 
of hounees of hull. Playing slon*. 

(Iniuy lo store. Kiio\vle<lge of cpiantity (sui’li as pounds) of arti¬ 
cles honghi, addin/; to find total cost of artichvs bought, (.'onnting 
change. 

Other insfanees of reading (or recognition) o/.vo/«c mimln'r. Tele- 
pltonc number, automobile tmnibcr, nuinl)er on street cur, number 
on house, telling tiims n‘nding lliermonieler. 

Other instanre.H of eonnfing. Money belonging tc» <*liild. trading 
.stamps, postage stamps in ciiild'.s eoihx-tioti. 

A great mamy other items similar in eliaraieter to the above 
were given hy jnipils in higher grades. .After presenting 
these in full Air. Noon sjiys: 

'I'hus do the children reveail the uses of mimixTs that everyalay 
life ('niises them to nnikt'. ('onipare this rnaiss of data with the 
table of (‘ontents of ainy le\tbix>k in airithmetie and notice how 
limited the ehildnsi's uses are. Heading of nnmher.f and counting 
ineliale nearly every item reeordtsl above. . . , 

Below (ira<le Ml, then, there are nt» mv<ls felt by the child 
which reapiin* the teaching of arithmetu' in the school. All he 
cures for is to count and tt> reati numbers. 

What, then, shall we teach? 

Ill the first place, we may at once discard applied arithinetie in 
the grades Indow the Junior High Seluiol. Our texth(M>ks may drop 
the '‘Practical I’rohlems,’' bec*ause they ore as foreign as Chinese 
«to n child's way of Uiiiiking. 



ARITHMETIC A TOOL SI UJKCT 


280 


Contiiiiliuj? the discussion, llie writer rcvoinmeiids me¬ 
chanical drill in pure nuinlKT as opposeil to applied iiuinher. 

Otlier small informal surveys of the uses whicli children 
have for arithmetic ollt^ide of school have been made, but 
tlie exact results are not available. The imprc^ssioii left re¬ 
garding one report from an industrial community is that the 
children said they did not handle much money; that when 
they went on sho{)ping errands they either charged the 
items to the parents’ acf'oiint or they were given just the 
right amount of money for the purchase. 'J’his would not 
be the case in all communities, but it is probably true that 
children in general, left to themselves, do not make exten¬ 
sive use of mathematics. 


(Jranting that the child’s use of number is apt to be rather 
sporadic and random, iloc^ it follow that tlie s(‘hool should 
neglect or abandon prac‘ti<-al problems in favor of “pure 
number”? The opposing view to be olfcred here is based 
upon two features of the mod<*rn .sclionl: First, it furnishes a 
highly selected environment which provi«les opportunities, 
responsibilities, and duties of a Ncry genuim* so<‘ial kind. 
The children are real citizens in this school wt»rld, ('arrying 
on many ini{>ortaut alTairs of a ipiantitative kind. Second, 
through experitmee and training thus .s<*cured in school, chil- 
dnui are enabled and encouraged to participate intelligently 
in home ami cfunmunity afbiirs in which heretofore lh<*y 
have been mere oidookers or dependents. 


Do PltK.SENT-DAY ('ritKIcrLA INDICATE THE Fl’NiTlONAI. 

1*01 NT OK View? 

An examination of a large number of curricula, published 
since lOlH, shows that it is still not iiricoinnuin to offer as 
a guide to teachers of arithmetic nothing but a tabulated 
arrangement of pure abstractions. Such course.s of study 
usually have a brief introduction which recognizes in a ver>' 
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perfunctory way the principle of application to problems of 
everyday life, but there is nothing to stimulate, illustrate, 
or direct this kind of work. The following examples are 
taken from courses of study published since 1919 and re¬ 
produce all that is indicated for the particular grades: 

Arithmetic. Second Grade. 

Heading numbers. To 1000. 

Counting. Review work of First GrwJc. Count by 2’s to 100; 

3*8 to ,30; 4’s to 40, beginning with 0. 

Addition, o 0 7 8 9 

5 0 7 8 9 

0 (i (i 0 0 

Add nuinl)ers of hvo orders. Limit to two addends with no 
“currying." 

Subtraction. Ust? addition prcK'oss. NuiidK*rs of two orders. 

No "carrying." 

In like manner Multiplication, Measiireinent, and Frac¬ 
tions are briefly outlined. 

Another inifiortant city offered tlie following matter in 
the ('oiirse of Study for 1921 as the only guide for teachers 
in I 

Reading Hurnffem. To 100. 

Counting. Witli »)I)jt'ets (o 20; without objects, by I’s to 50; by 

5 8 to 50; by 4’a to 20; t>y lO's to 100. 

Addition. 1 2 3 4 5 0 7 8 0 10 

222222222 2 

1 2 .3 4 5 0 7 8 9 10 

3 3 3 3 3 3 ,3 ,3 3 ^ 

Stditraelion, By the addition pnx'crss. Minuends to 12. 




ARITHMETIC A TOOL SUBJECT 

Measurement. Cent, five cent pieee, dime, ineti, pint, 
quart. 

Written irork. Write numbers tn 100. Atid nunilnTs of two 
orders, limiting to two addends. No “carrying.” Signs + 


In contrast to such outlines it is gratifying to notice the 
goodly number of cities and States which have recently pub¬ 
lished courses of study in arithmetic wdiich not only recom¬ 
mend the immediate and useful application of number to 
children’s interests and activities, but which also contain 
vital subject-matter so organized that teachers caii rea<lily 
appropriate it. Among the more recent contributions of 
this kind are the following courses of study: 

Duluth Public Schools, Duluth, Minnesota, 1919. 

Richmond Piiblic Schools, Richmond, Virginia, 1941. 

Passaic Public Schools, Passaic, New' Jersey, 194.'1. 

State (’ourse of Study for (Mty Elementary Schools of 
Montana, Helena, Montana, 1940. 

Sections from some of these w ill be briefly dcscrilMnl. The 
Richmond course is presented i»i outline in two parallel 
columns, one called “Suggested Activities,” the other “Sub¬ 
ject-Matter.” The first offers many good suggestions for 
number experience of a practical kind in school and at home, 
and the other gives briefly the corresponding facts and skills 
appropriate to the grade. There is no cliancc for teachers 
to lose sight of the fact that these two elem nts must l>e 
constantly employed to reinforce and clarify each other. 

In the Duluth course, a “General Project” is given for 
each grade beginning with II B. These projects arc out¬ 
lined rather fully and the following statement is made in¬ 
troductory to each: 


General Project. This is a suggested project which w'ill involve 
much of the subject-matter of the grade. Le.st it should not pro* 
vide sufficient drill to fix the processes, minor projeetts are given as 
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details under each topic of sul>ject-maltcr. The latter aie unre-, 
laled, but might t)e an outgrowth of a larger project similar to the 
one here given. 

These “general projec-ts” by grades are: Grade It R— 
Playing Store. II A — Playing ('afeteria. Ill B — Play¬ 
ing Post-Office. Ill A — Planning and making a clas.s gar¬ 
den. (This is a real garden.) IV B — Buying Coal. (Partly 
real, partly supposititious, but based on actual local condi¬ 
tions.) IV A - To save school supplies. [A very genuine 
and practical stinly containing implications as to important 
habits and attitinles reganling property.) 

The following is a portion of the outline for Grade II B, 
taken from the J^assaic ('ourse of Study: 

Th(‘ niiinher work of the first |tlade i.s informal, and no effort has 
he<‘n miale to orguni/c it definitely, but in the se<’ond grade the 
leueher must efaisciondy provi<l(‘ for situations which neeessitule 
the use of numeri(‘al (‘oinpuiation. Thc.s(' situations must have 
eoiitenl value, and uhulevcr is pres«-ntcd must appeal t(» the child 
us something that is going to aid his present interests in u very 
definite wav. 

There is a brief statement of "Teehnicul points to be 
taught always throiigli life situations," followed by many 
suggestions for activities involving number-,. Among these 
are: 

1. Arithmetie games. Score kept for sides. 

a. PurliuTs for a march Chihl with card hearing a comhi- 
uulion is joined by ehiid with a curd hearing the answer, 
h. Bean-hag tos.stnl through liooi) with Ix'll. 
e. Ring-toss. 

d. Ten-pins — stiff paper rolls. 

€. Tliermometer — Tst' real thermmueter. Place bulb in cold 
water and in sun to st*e change. Note temperatures inside 
sehoolriKuu and outside. Meaning of “below zero“ taught 
in winter. 
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8. Weather chart — Numlw of sunny days noted; rainy days, 
etc, 

^ 4. Calendar for the year examined and varying nund)er t»f <iays 
in the inontlis noted; shortest nioutii; long xiumtiis; etc. 
’’Number of days l>et\veeii tlie jircsent and Tlianksgiviiig 
Christmas, etc. 

5. Change for one dollar. ITse all ways. 

6. Clas.s atteiidaiK'c — rec onl kept. 

7. Ri^ading and writing home addresses and telephone nuinber.s, 

8. Playing store. Stt>re to Ih‘ kept open once a m eek on a eertuiii 
day. 

a. It has been estiniate<i that children nuiki* 40% of the 
purchasivs of househohi siipplit's. ]f even half of this is 
true, we have a w<)nderrul opportunity in playing .store 
toclosolv relate the a<»rk in aritliinctic to the activities of 
life out.side the school. 

(1) He lU'cds to know whether (»r not he has money 
enough to pay for his purcliasivs. 

(“i) If not, how nuK’h more will he iieetl-* 

(S) Has he rts-eiveil the right amount <‘hange? 

(4) II<»w many articles cun he buy for his money? 
Note: Tlie.se points will not all be pre.s<'nt in any one 
experience; (<) and (4) relate more particularly 
to the ehild'.s own ptTsonal ])urehases of mar¬ 
bles, oranges, or what not. I’he outline for i B 
makes the foregoing po.ssib1e. 

Possible Influence ok Standaudized Tests in Phimauy 

Auithmetic 

There i.s a widespread uneasiness among hougbtfiil and 
well-informed teaeliers lest the present proiniMence of stand- 
ardizcKl tests control completely the selection of subject- 
matter and method. Compari.son of suc*h abstract courses 
of study as the first two cited above’ wdth standard tests 
in arithmetic show’s a strong cornvspondcnce. l*art of the 
Woody Addition ScaU * is here presented for convenience 

* Woody, Clifford: Addition Scali. Series A. Teachers College, Colum- 
Im University, New Y'ork ('ily. 
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of comparison. The part given below approximates what 
the average thirci-gracie child should do corrc(*tly: 


(1) (2) 

(9) 

(4) 

(5) 

(6) 

(7) 

(8) 

(») 

2 2 

1 7 

5 8 

7 2 

6 0 

3+ 1 - 

2 5 -|“ 1 * 

2 0 

3 4 

_2 

li 

2 6 

3_7 



1 0 








2 








3 0 








2 5 

(10) 

(11) 

(i?) 

(13) 

(14) 

(15) 


2 1 

3 2 

4 

8 

2 a 

25 -f- 42 * 

1 0 0 


3 .3 

r? 0 


1 

2 5 


3 3 


3 5 

1 7 


0 

1 0 


4 5 




1 




2 0 1 



4 0 

Faithful and reasonably intelligent drill in suffi<*ient 
amount along the meager lines laid down in the two courses 
illustrated on page 290, will enable pu])ils to attain a proj)er 
standing for the grade as ineasure<l by tests of this kind. To 
do this there need Im? no mention of application to practical 
affairs, much less any actual use of knowknlge and skill. In¬ 
evitably the tendency of the school is to attach paramount 
importance to those achievements by which standing is de¬ 
termined, with the result that abstract operations will get 
the lion’s share of attention unless other influen(!es pre¬ 
serve a balance. 

Care should be taken to inform children as to the real 
value of the tests to them. Pupils who are mature enough 
to pass these tests are mature enough to comprehend that 
the results merely indicate how well they can perform cer¬ 
tain operations that have already been used in a multitude 
of w'ays. If arithmetic has been well taught, second-grade 
pupils will understand the mea,ping of **measure/* and they 
can gnisp the fundamental idea of an arithmetic scale in re- 
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NORM. 



Kio, 82. Graph Showing Pkogurhs ok a Ghoi p in AuiTUMi-yrii' 

Record erf llie pr»»grcM iiwidc l»y n (jrtmp of Iwidvc /i-lfted foiirtli-Knidc rhil<lrrii in niiility 

to ndd, Hubtracl, luuiliply, and dixdu 


NORM. 



Fig, 83. Graph Showing Rapid PRor;iiE.s« op<j . Cnii.ii in 

AltITimETIC 

Rrrortl of the profiresH made hy one fiiftc«i fourth'irrade cliild niio told that he tnenNurnl 
jei-onel graele in ahiltly lo add. auldract, multiply, and divide, iiikI, lliul hy oilier uiensiireni 
»c knew be •■oiild attain eighth-ffrade ability. 

lation to tlieir own uttainmenis. Teacliors vory f^enerally 
iiow are employing these tests to furnish in fiart the guidance 
and stimulus which children need in formal work. To thi.s 
end they are early shown the sigiiificancT of simple graidis 
Yrhich depict individual standing and group attainment. 
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Addition, NovembtT t$, IMS 
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Addition, January S!l, IMS 



Fi(j. Ji l. (iiiAi'iiH SiiowiNo Achievement OF Thiud-Grade 

in Addition 

Thew Krnpt*'< sthow Iho nunilicr uf udilitMin rxaiupir.s on thr Woo<iy Scale 
done I'orrc'lly l>y Ibiril-Krnde piipil!< in Nuveiiilier and ni^Hin in January. 
I.>aiire xr.iplii* like thete iinntf on t be wall 'diowiii)^ each rhdil where lieNtands 
and the steps in iriiproveiiieiil made in two montli.s. ('hiidren are inters 
eated in evidence of individuiil gain and also in cIhim aebieveujcnl. 


They cun sec where they need to put forth ^^reater effort and 
where tliey can safely take time from arithmetic to apply to 
something else. Intellijjent use of measurement will help 
teaeher and pupils to cooperate in attaining a good balance 
in their work. 

Figures 34, 33, and 34 show graphs of this kind. 

Value of the PitACTirAL Test 

(irunting the high importance of the steady, assured ac- 
(piisition of fundamental skills and the corresponding meas¬ 
urement of such learning, it may still be questioned whether 
the eenter of gravity does not at present lie too much in that 
direction. In the ordinar>" daily work of the classroom 
should not more emphasis he placed upon what children can 
do that is personally and socially valuable in situations de- 
*^anding a knowledge of number, and less upon dissociated 
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facts and skills? Here are a few illustrations of objeetives 
in the realm of social efficiency which are being used at 
different stages for the purpose of both teacliing and testing. 
In eacli case the final test is, “Can you sliow that you are 
able to perform this useful or pleasurable lU't in a satisfH<*lory 
way?** 

How well can you add? Are you a reliable seore'-keei)er 
in games of bean-bag, ring-toss, and ten-pins? ('an you 
add up the milk order which goes to the lunchroom? How 
do you tell the number of dots that turn up on the dice in 
playing parcdiesi? Do you know o and .5 dot s, i ami 4, fi and 
3, or do you have to count them each time? When you move 
a “man” around the pan-hesi hoard, do you count each 
space or are you able to move by fives and sevens idso? 

('an you count aloud to oO in this blind-man's game? 
Open your eyes. ^Ye have hidden seven balls, see how 
quickly you can find them. ^\>u hav<‘ found three, how 
many more are there? etc. 

Are you abh' to <‘arry a little purse of your owr> and pay 
your own <*ar-fare? If your mother’s hands are full when 
you enter a car, can you pay correctly for two or three 
pi^ople? 

Can you show us that you can make (‘liange and count 
money well enough to be ca.shier or assistant cashier at the 
sale? Ought we to ehu-t you if you caiiiiMf do this well? 
Can you gel ready in two weeks to be tick l-scllcr at the 
puppet show? 

Can you tell time? How well can you tell time? If your 
mother were busy in a room wliere there is no timepiece and 
should ask you to look at a clock and tell her the hour, could 
you be def»ended upon to do it correctly? 

Can you read the thermometer? 

Do you know how to find dates on a calendar? 

Would you like to learn how to keep your own attendance 
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records and to compare them with those of the other third 
grade? 

Would you like to mark all the birthdays of the children in 
this class? I/;t us see how many are in October, November, 
etc. IVrhaps we can plan a surprise for the “birthday 
IKJoplc” each month. 

If you are reading a book, can you tell how many pages 
are still to be read without counting them? 

(!an you run on little errands for your mother to buy bread 
or apples, thread or pins, pay for the things out of a quarter 
or half-dollar and know that you have the right change? 
Ix't us see if you can d() this. 

('an you help your mother to measure the flour, milk, 
sugar, etc., that she needs for making a cake? ('^an you re¬ 
ceive the groceries when they are delivered and help your 
mother check them off, or weigh them to see if the measure 
is correct? 

Would you be able to cluvk up the weekly laundry bills? 
the weekly milk bills? 

('an you make neat, goo<l-lookiiig figures? Can you 
write numbers in hundreds? See if you can help me by 
writing these “examples” on the board for the next class, as 
I read the numbers to you. 

('an you write correctly telephone numbers given to you 
over the telephone? (.'an you read these in the “telephone 
way” ami in the w'ay numbers are usually read? 

How nearly can you get these automf>bile numbers as I 
flash them? (-an you write this one from memory? 

How many have a .small allow'ance of spending money? 
How many are earning a little money? Do you have pen¬ 
nies and nickels given to you? Shall we make some little ac¬ 
count books and see where our money comes from and w’here 
it goes? 

This beautiful picture costs-cents. 
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This lovely picture book costs-cents. 

This little doll (or top, ball, kite, hoop, box of imiiits, tool, 
etc.) costs-cents. 

How many lollipops (or packat^cs of chewinj? piim, or bot- 
ties of “pop,** etc.) would cost almost oxac’tly the same as 
the doll, the top, the paints, etc.? Ought all of your money 
to l>e spent for lollipops and chewing gum? 

Arithmetic as an Aid in iNTEuruETiNCJ the i..AUHEit 

World 

4 

Next in importance to learning in order to do worth-while 
things in an efficient way comtvs learning in onler to undcr- 
.stand and appreciate what other people are doing — es¬ 
pecially the workers who arc most directly serving us. Suas- 
zallo ^ says, “Arithmetic is not a subject in which only the 
skills of calculation are cultivated; it is one that contributes 
social insight, just as history' and geograjdiy do.’* The 
quantitative side of food and clothing, of building and trans¬ 
portation, of agencies for safety, protection, and comfort, 
such as the fire department, police service, street-cleaning, 
park system, water supply, etc., can be ma<le very interesting 
to children. In fact, these matters of individual and public 
interest cannot be made clear and vivi<l without some con¬ 
sideration of the mathematical siile. The needs of other 
children the world over, the relatively favr;rahle position 
of .American eliildren to-day and the eonseciu^ nt obligation 
which they owe, can be under.sb)od only through an intel¬ 
ligent dealing with quantities and relations. Wliile many of 
these subjects will he introduced in t)ie first three grades, 
there is always a danger that the quantitative asi)Cf‘ts will 
be too complex and difficult, since world que.stions, industry, 
and public utilities neces.sarily involve very large quantities. 

^Su7.zalKi, Henry: The Teaching of Primary Arithmetic. Houghton 
Mifl9tn Coini>any. 
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For this reason the use of arithmetic for purposes of inter¬ 
pretation and appreciation is more appropriate for grades 
above the third. At the same time, if used with judgment 
and discretion the simpler plmses of these topies can be 
handled by third-grade children with profit — profit both 
in mathematical training and in deepened understanding of 
soc'ially significant questions. 

Arithmetic should also be used to interpret questions of 
temporary and local interest. The following outline shows 
what was <lone by the third-grade (‘lasses in one school in 
connection with a question of this sort: 

C’itizens and s(‘hool officers were urging that the street in 
front of the school be closed to traffic from ten to twelve in 
the morning to give play space to a succession of primary 
classes. The children w’ere told about the movement and 
third-grade ])ii)>ils undertook to ascertain about how^ many 
vehicles would be obliged to take another route in one day 
in order to give the school children a playground. 

In each of the four third grades the children appointed 
six committees of two, to watch in Iw’cnty-minute “.shifts,” 
and count the vehicles wdiich i)assed. This was done for 
four auccessi\’e days, each third-grade class being respon¬ 
sible for one day. The count w’as made four times, partly 
in order to give exercise to more children and partly because 
the record for one day might not be typic^al. 


HI A' 

III A= 

III 

III 

Firtil Diitf 

iStro/irf Day 

Third Day 

Fourth Day 

^0 

11 

10 

0 

14 

t) 

10 

13 

21 
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23 

12 

13 
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15 

17 
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11 

21 

lOd 

78 

96 

82 



ARITHMETIC A TOOL SUBJECT 


SOI 


The children planned record sheets, and as each pair re¬ 
turned to the room they entered their count. Thus the 
column for III means that six committees from that 
class, each serving? for twenty minutes, recorded the six 
items denoting vehicles counted by them. 

How many vehicles passed betw’cen 10 a.m. anti 12 m. the 
first day? the second day? etc. 

How many passed during these hours in four days? 

10.5 

78 

90 

JS2 

801 

What is the average number during these hours for one 
day? 

00 

4)301 

Is this heavy traffic? What can you find out about the 
number of vehicles per hour on some other street? 

How many children could have a play-lime each day in 
this space? 

Pupils enrolled in five first grades are ascertained to be 

29, 35, 32, 34, 30; in four secontl grades, 32, 35, 30, 30; in 
four third grades, 34, 35, 30, 30; in three fourth grades, 40, 

30, 38. 

Pupils decide to add the.se by grades and then combine 
the results. They find there are 160 enrolled in first grade, 
139 in second, 141 in third, 114 in fou];th, or a total of 560 
children in the 10 classes which are to use the playground in 
the morning. 

Might the drivers of these 90 vehicles be asked to go some 
other way in order that 560 children may play in safety? 
Perhaps the members of the Council who are to decide this 
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question would like to have our figures. Can we do correct 
work in neat, clear form and send it to them with a letter? 

Many teachers who claim that there are few opportunities 
for really motivating the arithmetic work and for genuine 
application of facts and processes suited to a given grade 
constantly let occasions like the above slip by without ever 
seeing the possibilities. It is not a matter of ingenuity and 
inventiveness on the part of teachers, but rather of alertness 
in recognizing educative values inherent in incidents of 
school and community life. If half of the time and effort 
that go into the invention and use of foolish dex ices for drill 
in arithmetic were spent in discovering and developing fruit¬ 
ful number experience, there would not be so much need for 
isolated drill. Furthermore, when children are trying to 
find out interesting things and endeavoring to accomplish 
ends that seem to them worth while, they are perfectly will¬ 
ing to engage in necessary drill in a frank, straightforward, 
and businesslike way. 

Artificial Devices are Poor Substitutes for 
Purposeful Drill 

The sugar-coated device, as distinguished from a real 
game or lively, direct, and sensible drill, is always an ac¬ 
knowledgment of weakness in curriculum and method. Per¬ 
haps the reader does not know just what is meant by foolish 
devices. Here are a few examples. 

A crude drawing of a house is on the blackboard with 
lurid fiames and a cloud of smoke bursting from the window, 
a child at the window, and a ladder reaching from ground 
to window ledge. Figures arc written on the rungs of the 
ladder — perhaps 2,5, 4, 6. The teacher says: “Children, 

this house is on fire. Wlio wants to be a fireman? Who can 
^un up this ladder in one minute and save the child who is 
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about to be burned? All right, John, you may l:>e the fire¬ 
man. Hurry up, hurry up, the fire is getting worse.” And 
John is supposed to add the numbers w^ith greater interest, 
speed, and accuracy be<?ause of this exciting situation. If 
he makes a mistake the child in the picture is lost or another 
fireman must rush to the rescue. 

Toy balloons drawn on bla('kboard, colored, and arranged 
as if blowing away. Statements from the multiplication 
tables are printed in them, such as 2 X 6,3 X 4, 2 X 8, ,3 X 5, 
4 X 4, 2 X 9, etc. The teacher says: children, these 

pretty balloons are blowing away. Who can catch the most? 
Who can catch them all in one minute? ” ” (’atching” them 
consists in pointing to a statement and giving the answer. 

An oval is outlined on the board and crude fish of different 
sizes are drawn within. This is sup{)osed to be a fishpond. 
The fish art' considerately named for the convenience of the 
fishermen. They are called 7 — 4, 8 — 3, fi — .3, 7 — 2, etc. 
The pointer i.s a fishing-rod. Of course the small Izaak 
Waltons must show their prowess by hooking the remainders 
as dexterously as possible. 


Here is a railroad train about to dash into a pile of d^*bris 
on the tracks. ‘‘(,3ioo-choo; it is almost tin re! See the 
faces of pas.senger.s at the windows! Who will save them?” 
The pile of debris consists of carefully labeled items placecl 
there by some unfeeling but .systematv: i)erson, and these 
the young heroes must with brain and brawn remove. The 
items (as you may by now have guessed) con8i.st of mixed 
combinations in addition, subtraction, and multiplication. 
Lively, now! The train .spcjeds on; one bad move and it will 
be dashed to pieces. 
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And so the pretense goes on with the necessity of ever in¬ 
creasing the excitation of the children’s jaded minds. They 
are not fooled long. Even a red-chalk fire and an imminent 
wreck lose tlieir thrill when experienced too often. The fish 
refu.se to rise to the old bait. The teacher, therefore, must 
produce some new attraction, and she turns to grab bags, 
rescue from shipwreck by breeches-buoy, coasting, gifts on 
the Christmas tree, etc., all these appearing, of course, in the 
guise of “examples” to be solved. 

Such artificial drill devices are an insult to the intelligence 
of bright children, and tliey i)robably confuse both bright 
and dull minds. 'J’o see the nuni€Ti(“al concept “three and 
three moro,” appearing now as a fish, now as a balloon, and 
again as fleeing rabbit, flying bird, and sinking sliip, serves 
to dim rather than sharpen the impression. The inferiority 
of such pre.sentation to the experience in number concepts 
which children get from calculations performed in the or¬ 
dinary way for a real and interesting purpose must be ob¬ 
vious to any one. Sm h drill is also very inferior to pro|)erly 
systematized and graded practice exercises worked out by 
experts who understand the laws of number as well as the 
law^s of learning. Consideration .shouhl now be given to 
self-drill and teacher-directed exerci.ses of this kind. 

Have (’hilduen an Inthinsic Interest jn Arithmetical 

Learning.'' 

Even among the most ardent belie\’ers in the paramount 
importance of purposeful activity and sensible application 
in the teaching of arithmetic, few if any deny that a great 
many children manifest a keen interest in mathematical re¬ 
lations and exercises simply as puzzles or as “stunts ” to test 
their mettle. They take great pleasure in showing that they 
can master a certain process or surpass some previous record 
•in a given operation. They count the daisies by the road, 
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not because it matters how many daisies there are» but for 
the shetT satisfaction of rhythmical enumeration. They 
read numbers aloud wherever they see them and they try to 
make the figures. They often ask, “How many?’’ when the 
answer is evidently of no practical significance. They like 
to try to do what they see older boys and girls doing. With 
manifest satisfaction they announce, “To-morrow we are 
going to learn how to do long division! “ And there seems to 
be something of the anticipatory thrill that might accom¬ 
pany the statement, “To-morrow I am going to scale Mount 
Everest.” Most children, if well taught, get genuine satis¬ 
faction out of the succ-essful accomplishment of a certain 
definite amount of work of a definite kind suited to their 
abilities, particularly if their work is recognized and com¬ 
mended. One little girl, who “just hated” in the l>eginning 
to do every new operation in arithmetic, would in a short 
time beg the teacher to give her more examples of the same 
kind. She had learned the trick and enjoyed making the 
examples come out right. 

There is a certain wonder attaclunl to the first demonstra¬ 
tion of “proof,” in subtraction, for example, when one learns 
that adding the subtrahend and remainder will give the 
minuend. For a time there is pleasure in testing the prin¬ 
ciple to see if it works. To some children cancellation is 
almost as much fun as tit-tat-toe. One little girl who was 
very clever in arithmetic delighted in long examples involv¬ 
ing cancellation, but .she never thought of scrutinizing her 
answ’ers to sec whether they were reasonable or not. This 
same child greatly erijoyed working long examples in finding 
the greatest common divisor and least eoraraon multiple — 
those now discarded and deride^l operations. Intellectual 
play of this kind carries with it no criterion of relative worth. 
Children like to do the things which they know how to do 
sufficiently well to insure a fair degree of success and praise. 
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They like especially those operations which reveal a little of 
the exactitude of mathematics, though they could not state 
the cause of liking. I refer to such types as those men¬ 
tioned above — proofs, cancellation, long division that 
comes out even, etc. Without careful guidance children 
are apt to go on practicing something already fairly well 
mastered rather than operations in which they are inexpert. 
With wise direction, however, the child’s native curiosity, 
the puzzle interest, pleasure in intellectual activity, and 
satisfaction whicli comes fn)m success will furnish an im¬ 
portant part of the stimulus needed to carry him through 
the many repetitions of a pr()ce.ss wdiich arc required for com¬ 
plete habituation. Thorndike ^ has discussetl very fully and 
fairly the respective uses and merits of the two aspects of 
arithmetic — that in which purpose centers in some affairs 
of life and that which he calls “intrinsic interest in arith¬ 
metical learning.” He gives the following summary of 
general i)rinciples which he believes to govern the question: 

In ninny case.s aritiiineticul facts and principles can be well 
taught in coniujctioii with sonic problem or project which is not 
arithincticul, but which has spivial potency to arouse an intellectual 
ai’tivily in the pupil which by some ingenuity can be directe<l to 
arithmetical learning. Playiiig store is the most fundamental case. 
Planning for a party, seeing who wins a game of bean-bag, under¬ 
standing the calendar for a month, selecting Christmas pre.sents, 
planning a picnic, arranging a garden, the clock, the watch with 
sec'ond hand, and drawing very simple maps are .situations suggest¬ 
ing problems whicli may bring a living purpose into arithmetical 
learning in Grade 'i. These* are ail available under ordinary condi- 
tion.H of class instruction. 

In general what should be meant when one says that it is de¬ 
sirable to have pupils in the problem-attitude when they are study¬ 
ing arithmetic is substantially as follows: 

/Vr.vf. Information that comes as an answ'cr to questions is 

* Thorndike, Ikiward L.; The P»ychology of ArUkmjetic^ pp. ii74-77. 
*rhe Macmillan Company, 1022. 
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better attended lu, iiiulerst(KKl» and remembered than information 
that just comes. 

Second. Similarly, iiiov'enjciits that come as a step towartl 
achieving an end that the pupil lias in view are belter connected 
with their appropriate situations, and such connec'lions arc longer 
retained, than is the case with movements that just hapi>en. 

Third, The more the pupil is set toward getting the question 
answered or getting the end achieveii, the greater is the satisfying- 
ness attached to the bonds of knowleilge or skill which mean pro¬ 
gress thereto. 

Fourth. It is bad policy to rely exclusively on the purely intel- 
lectualistic problems of “How can I do this?” “How can I get 
the right answer?” “What is the reason for this?” “Is there a 
better way to do that?” and the like. It is bad policy to supple¬ 
ment tlicse intelh*ctuali.stic problems by only the remote problems 
of “How can I be litteil to earn a higher wage?” “How can I 
make sure of graduating?” “How can I please my parents?” and 
the like. The purely intelle<*tualist,ic problems have loo weak an 
appeal for many ]>upils; the remote problems are weak .so long as 
they are remote and, what is wor.sc, may he deprived of the 
strength that they would have in due time if we attempt to use 
them t(H> soon. It is the extreme of bad policy to neglect tho.se 
personal and practical pniblems furnish(*d by life outside the clas.H 
in arithmetic the solution of which can really be fiirlhered by arith¬ 
metic then and there. It is good policy to .spend time in c.stabli.sh- 
ing certain mental sets — stimulating, or even creating, certain 
needs — setting up problems them.selves — when the time .so .spent 
brings a sufficient improvement in the quality and quantity of the 
pupils' intere.st in arithmetical learning. 

Fifth. It would be still worse policy to rely exclusively on pro¬ 
blems arising outside arithmetic. To learn ariUui'. 'tic is it.sclf a 
series of problems of intrinsic interest and worth to hi^ulthy-minded 
children. The need for ability to multiply with United States 
money or to add fractions or to compute i>er cents may be a.s truly 
vital and engaging as the nml for skill to ma|ce a party <lrc.s.s or for 
money to buy it or for time to play ba.seball.. The intellectiialistic 
needs and problems should he considered along with ail others, and 
given whatever weight their educational value deserves. 

Probably no one believe.s that there can found during 
the short school hours enough intrin.sically valuable .situa- 
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lions to provide the amount and kind of practicje which chil¬ 
dren must have to insure adequate command of the four 
fundamental operations, for example. Even if such an 
achievement were possible, it would l>e a wasteful process 
for all but the most precocious children. But the actual use 
of arithmetic should play a large part at every stage. It 
should usually initiate processes, should help to direct and 
sustain effort in drill, and should furnish one very important 
measure of success. Schools in which there is an excessive 
amount of work in arithmetic where the objectives lie out¬ 
side the subject itself, are rare, if they exist at all. Few if 
any are centering upon immediate childish interests and oc¬ 
cupations to the detriment of “pure” mathematics, while 
those in which entire reliance is put upon formal abstrac¬ 
tions arc countless. There is no apparent need in present- 
day practice to call a halt on applied Jirithmetic, or the 
attempt to have children use it as a practical tool. 

Should We Expect to Inc’ulcate Certain De-sirahle 

Attitudes and Ideals thkough the Study of Ahith- 

METH?.^ 

This phase of the subject may not be so prominent in 
primary grades as in more advanced work, but it should not 
be neglected. The conception of good workmanship can be 
strengthened by emphasizing the importance of reliability. 
This is called for particularly where the results of the calcu¬ 
lations are of practical consequence. In applied arithmetic 
a result is usually right or it is not right; that is, it forms a 
reliable basis for action or it misleads. Sometimes the care¬ 
less w'ork of one child creates difficulty for a group, and on 
such occasions public opinion is outspoken on the side of 
careful, painstaking effort. 

Fair play can be encouraged in all sorts of games, but in 
those involving number it is especially important. Honest 
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mistakes are made which must l>e rectified and deliberate 
juggling is \'ery easy. A desire to render an ac'curate and 
honest reckoning is the standard to be worke<l for. 

Thrift, conservation, and real generosity have no j)erma- 
nent basis without a knowledge of relative values. A child 
may put all his pennies into his bank for the fun of dropping 
them in or from habit, rather than from any real idea of sav¬ 
ing. Thrift means subordination of the le.sser or temporary 
good to the greater or more permanent. Conservation rests 
upon a similar basis, (’liildren may be taught to conserve 
supplies of paper and pencils or to be careful of their clothes 
simply by constant pressure of one kind or another, but con¬ 
servation as a right principle of social behavior comes only 
with a know’ledge of values and a sen.se of responsibility. 
Respect for the property of others can often be greatly 
increa.sed by translating the values over into terms more 
easily understootl. For exain])le, the cost of the broken 
pane of glass measured by the boy’s own purse; or the im- 
pres.sive total required to refinisli defaced desk tops. 

A child may readily give all his f)ennies away, either be- 
cau.se he got them without effort or because lie has no reali¬ 
zation of their worth to him, rather than from any really 
generous impulse. The truest generosity where money is 
concerned is not found in the outpouring of ignoraii<‘e or 
thoughtlessness, but in uu.selfish giving after counting the 
cost. Some knowledge and understanding of i.iathernatical 
relations lies back of all these ethical and social attitudes and 
habits. In his book on The Use of Moriey^ K. A. Kirkpatrick 
discu.s.se.s in a very helpful way the financial training of chil¬ 
dren. 

Wlierever money is to 1m* raised through the sale of handi¬ 
craft or by giving an entertainment, wherever children are 
to have a part in the disbursement of funds either for the 
benefit of the school or for philanthropy, we should see to it 
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that right ideas as well as correct calculations are encouraged. 
Wliat would be a fair price to ask for these things? Shall we 
get just as much as possible for them? Are our cookies as 
good, as large, as tliose at a certain shop of high standard? 
Is that correct and honest weight? Is this “show” really 
worth five cents? No matter on how small a scale affairs of 
this sort are conducted, they represent real business trans¬ 
actions, and sound rudimentary' business principles should 
be taught. 


QUESTIONS 

1. In tlio sc*h(H>l life of the chilrlren whom yoii know best, what 
genuine uses are there for number? In nliut ways might oc¬ 
casions for applied mimix'r be iiuTeased? 

2. (live illustrations of how number may be used to make some 
experience clearer or more interesting ami significant. 

3. If recpiired to follow a course of stu<ly similar to tliose on page 
290, what could you do to give your pupils a fuller and better 
training than these bare outlines call for? 

4. What is the differenc ‘0 between a device for drill and a real 
game with arithmetical f«*atures? 

5. Considering nrithmeticul values only, how would you decide 
whether lime might profitably be given to playing dominoes 
or parchesi in school? 

6. What is Thorndike's point of view regarding the two kinds of 
problems, the “intelleetiialistic" aiul the “personal and 
jiraetical"? 

7. What serious difli(‘ulties often arise when arithinetio is dealt 
with as an integral part of some project? 

8. What attitudes and ideals i*onnceted with aritlimetic have 
you definitely tried to inculcate? 
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L SUGGESTIONS FOU A SMALL LIimARY FOR PRIMAR\ 
TEACHERS AND SUPERVISORS 

People enj^aged in primary cdueation arc aware that until quite 
recently very few hooks have ap[)eared dealing directly with the 
larger problems in this field. Numerous textbooks are available 
which present in sonn* detail the inetlujfls and materials involvtHl 
in teaching speeifie subjects, but the iiulividual reader as well as 
classes in trainitig schools have found it nc‘ccssary to consult a large 
number of scattered ref<*rences in order to get a satisfactory view 
of the nuxlern primary school. 

The author has tritnl to bring together in this bibliography the 
best references which treat strictly of primary work as well as a few 
of those of a more general nature whicli are indispensabh' to work¬ 
ers in this field. Inspcndion will show that about four fifths of the 
books and bulletins listed have been publishe<l since 11)18. This 
indicates not only that the compiler has eiuh'avored to [)repare a 
fresh and timely bibliography, but that there has been a great de¬ 
velopment of late in literature bearing directly on early tslucation. 

A.L.A. GrtuJed Lint of liook.t for GhUiIrctK Sectijui A, for Grades 
One to Three. American Library Ass(K.'iation, Chicago. 

Bcus, Belle. Art. in School. Doubhsiay, Page 8i Co., 1924. 
Bonser, F. G. The FAcmvniarij School Curriculum. The Mac¬ 
millan Company', 1920. 

Bonser, F. G., and Mossman, L. C. Induxtrial Arts for Elementary 
Schooh. 'riic Macmillan Company, 1923. 

Bureau of Education: 

The Kindergarten Curriculum. Bulletin, 1919, no. HI. 

The Housing and Equipment of Kindergartens. Bulletin, 1921, 
no. 13. 

A Kindergarten-First Grade Curriculum. Bulletin. 1922, no. 15. 
Government Printing Office, Washington, D.C. 

Bureau of Educational Experiments: 

Playthings. Bulletin 1. 

A Catalogue of Play Equipment. Bulletin VTII, 
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Educalion Through Exjtcrience. Bulletin X. 

Bureau of Kclueational Experiments, 144 West 13th Street, 
New York City. 

Burke. Agnes, unci others. A Conduct Curriculum for the Kinder¬ 
garten and Firnt Grade. Charles .ScTihner’s Sons, 1943. 

Buswell, G. T. Fundamental Heading Habits: A Study of their De¬ 
velopment. Siipfilenieiitary Edueationul Monographs, no. 21, 
June, 1922. Tlie rniversity of Chicago Press. 

California Stale l)c|)artinent of Education. Bulletin 2 I), Part I. 
A Suggestive State Course of Study for Kindergarten-Primary 
Grades. California State Printing Office, 1922. 

Chubb, Pcrcival, and Asscx'iales. Festivals and Plays. Harper & 
Bros., 1912. 

City and Country School. Hecord of Group VI. (A rc?c(3rd 

of activities of six-year-old children.) City and Country Sc/hool, 
!().> West 12th Street, New York ('ity. 

Coieinari, S. N. (Wafire Music for Children: .1 Plan of Training. 
G. P. Putnam’s Sons, 1922. 

Colliiigs, Ellsworth. An Ex}>eriment u'ith a Project Curriculum. 
The Macnnillun Company, 1923. 

ComstcK'k, .\nna B. Handbook of Nature Study. In two volumes. 
C(3mst<K*k Publishing Coin[)any, Ithaca, N.Y., 1918. 

CcMik, 11. C. I'he Play IVay. F. Stokc's ('oinpaiiy, IttlT. 

Curry, C. M., and Clippingcr. E. E. Children's Literature. Rand, 
Mi'Nally & Co., 1920. 

Dewey, John. How IVe Think. 1). ('. Hc'atli & Co., 1910. Es- 
p(H*ially Chapters X, XII, and Xlll. 

Dewey, John. Interest and Effort. Houghton Mifflin (’ompany, 
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Dobbs, Ella V. Primary Handwork. The Macmillan Company, 
lOU. 

Dougherty, M. L. How to Teach Phonics. Houghton Mifflin 
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Dunn. Fannie W. Educative Equipment for Hural Schools. Teach¬ 
ers College Bulletin, Scries 1.3, no. 3, Oct.. 1921. Teachers Col¬ 
lege, Columbia University. 

Dynes, S. A. Socializing the Child: .4 Guide to the Teaching of His¬ 
tory in Primary Grades. Silver, Burdett & Co., 1916. 

Farnsworth, C. H. Hoie to Study Mu.nc. The Macmillan Com- 
, pany, 1920. 

Fay, L. £., and Eaton, A. T. Instruction in the Use of Books and 
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Libraries. The Boston Book Conipuny, Boston. 1915. See 
©.specially Part II on “Selection of Books and CMiildri'n’s Litera¬ 
ture.” 

Francis W. Parker School Year Bot)ks: 

The Social Motive in Srlm)! Work, Vol. I, 1912. 

The Morning Exercise as a Socializing Influence. Vol. II, 1919. 
The Course in llistorg. N’ol. VII, 

Francis W. Parker School, C'hicago. 

Freeman. F. N. The Psgehology of the Common Branches. Hough¬ 
ton I^lifflin Company. I91(). 

Germane, C. E., and Germane, E. (i. Silent Heading. A Iland^ 
hook for Teachers. Bow. l*clcrs(»n & C'o., 1922. 

Ge.sell, A. L. The Pre-School Child. Houghton MifHiu Company, 
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Horace Mann Studie.'< in Edueation. Teachers (’ollege, Columbia 
University, 15)29. 
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11. FURNITURE AND EQUIPMENT IX3R PRIMARY 

GRADES 

It is our purpose to tisseinhlc here in coudensed form information 
regarding furniture, equipmeril, materials, hooks, and pictures he- 
Jicved to be essential or highly useful in meeting the requirements 
of liberal practice in primary schools. l)etuih‘<l informal ion on the 
cHpiipment of kindergartens is given in Bulletin no. bS. 1991, 
published by the United Stales Bureau of Edueation. As the 
needs in lower primary grades for large bhx'ks, well-ehosen toys, 
and goo<l i)hysieal apparatus is alxnit the same as in the kinder¬ 
garten, we have avoide<i for the nio.st [>arl a repetiti«)!i of itein.s 
under tho.se heads. An esi)teial effort has been made to offer in¬ 
formation regarding materials which might aid in the enriehment 
(»f .subjects and ac'tivitics peculiar to primary grades, as this field 
has iK>t been well covered heretofore. Tlu‘ e(|ui|)ment mn'cssary lo 
the pr(>per development of industrial .\rts is a large subject in it.s<'lf, 
and no attempt is made here to indicate the recpiireuient.s. There 
are .several references in the above bibliography w‘ ieh will furnish 
valuable information on this subject. 


Ft'WNiTURE Fok The Modehn Priaiauv 

Small tables seating one or two children.* M*)st tcju’liers prefer 
tables without drawers, dejiending on cabinets or shelves for ma¬ 
terials. Many .seduads have tables made to order by hx'al firrn.s. 
The following mea.surements have been found satisfa<*tory in the 
Horace Mann Sc;hool; 

First and Secorul Grades. Top of table for <ine child 91" X 18". 
Top of table for two children 49" X 18". Height, most of the 
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tables in first grade, a few 34''. Most of those in second grade 
24"; a few 22" and 2o". 

Chairs — any good model, in heights of 12", 13", and 14". The 
Mosher chair and the Posture League chair ore examples of chairs 
wliich satisfy hygienic reijuirements. ^ 

Salisfac-'tory types of tables and chairs are: 

The Eclipse Kiiulergarten Tabic and Chair. The Theodor 
Kiindlz (’o., Cleveland, Ohio. 

New York Kindergarten Table and Chair. Scientific Seating 
(’onipany, ,‘J.> Warren Stri'ct, New York City. 

W^liile these ar<* tlcsignated as kindergarten tables and chairs, they 
are made in sizes suitable for primary grades. 

Lewis Folding Tal)le — Milton Bradley. 

A new type of folding table made to accommcKlate one or more 
pupils. Very firm and rigi<l wlicn open and easy for children to 
fold. Recommended for kindergarten an<l elementary classrooms 
where more fkM)r space is nee<led at times for larger activities. 


Individual cabinets or “lockers” for children’s work: 


These are often built as a continuous structure along one side of 
the room, divided into the retjuisite number of suitable spaces, with 
or without doors. 


A height of 26", depth of 18", and length of 20' will give generous 
space to thirty <*hildreri. Divide the length at intervals of 16" and 
put a .shelf 13" frtmi the fh>or. Each child will then have a .spac*e 
18" X 16" X 13". This gives room for large drawings and un¬ 
finished csnistructions. such as doll furniture, boats, etc., as w'ell as 
books, paints, and other materials. The top of the entire structure 
is most useful, offering space for books, plants, aquarium, toys, and 
displays of various kimls in easy reach of the children. 


AdDREHSES of FiRMa Mf:NTIONEI> IN SEtTlONa III TO VI 

Incusive 

Barse and Hopkins, 23 East 26th Street, New York. 

Baumgarten & Co., Baltimore, Maryland. 

Beckley-(’anly (.’oinpany, 17-21 East 23d Street, Chicago. 

Milton Bradley Company, Springfield, Ma.ssachusetts, and 23 
* Wasliington Place, New York. 

George P. Brown & Co., 38 Lovett Street, Beverly, Massachusetts. 
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Brentano, Fifth Avenue and '27lh Street, New York. 
Brown-Hol>ertson Company, 415 Madison Avenue, New York. 
The Davis Press, 44 Portland Street, Worcester. Massachusetts. 

A. Flanagan, 5S1 South Laflin Street, Chicago. 

Samuel Gabriel Son| & C’o., Fifth Avenue, New York. 

B. Kabatznick (successor to Horace K. Turner Company), 414 
Clarendon Street, Boston. 

David McKay Company, (>04 South Washington Scpiare, Phila¬ 
delphia. 

John Martin's House, 33 West 4Uth Street. New York. 

National Child Welfare .\ssoi‘iation. 70 Fifth Avenue, New York. 
Noble and Noble, 70 Fifth Avenue, New York. 

Northwestern School Supply ('oiiijiuny, Minneapolis, Minnesota. 
The Palmer Company, 140 Boylston Street, Boston. 

Perry Picture Company, Malden. Mussa(*huselts. 

The Plymouth Press, (»749-.51 Wentworth .\venue, Chicago, 

The Prang Company, New York, Chicago, Boston, et<‘. 

A. Seh<x*nhut Company, Sepviva and E. Hagert Stn***!, Phila¬ 
delphia. 

F. A. O. Schwarz, Fifth Avenue at 31st Street, New York. 

A. (i. Seiler, 1444 Amsterdam Avenue, New York, 

The University Prints, 11 Boyd Street, Newton, Mossachu.st'tts. 
W. H. Wheeler and Company, 352 East 44d Street, (^hit'ugo. 


III. MATERIAL AND APPARATUS FOR TEACHER’S USE 
IN PREP.VRING PRIMED AND WRITTEN MAITER 
FOR WORK IN READING AND LANGUAGE 

Printing outht, usually called “Price and Sign Marker.” For 
printing cards, charts, etc., in large type to be read at a distance 
of six to ten feet. Approved size of type, capitals, 7/8". Price 
range for this size, $.3 to $3.75. Milton Bradley, and other 
school supply companies. 

Small size for use by c-hildren or by teac*ht‘r to print material for 
individual reading, capitals 1/2". Price about 75 cents. Toy 
Rubber Printing Outfit, No. 715. Northwestern S<“hool Supply 
Company; or Excelsior A. B. C. Marker, No. 715. Baumgarten 
& Co. 

Superior Type Outfit, No. 17. Tyjx* .slightly larger than primer 
.size. For teacher's use only. Goo<l for printing a few lines of 
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reading matter, but setting the type is a tedious process. Any 
number of copies can be printed after tyf>e is set. Price with 
extra large holder about $5. A. G. Seiler, Amsterdam 
Avenue, New York. 

Gelatine duplicator. Known under various names — Duplicopier, 
Duj>iicator, Heklograph, etc. One of the quickest and least ex¬ 
pensive means of getting multiple copy. Especially good where 
teacher wishes to use her own free-hand printing. Wide price 
range according to size, (piality, and number of surfaces for 
printing. For sale by all general scIkmJ supply companies. 

The greatest asset possible in printing fresh, interesting, and 
immediately significant matter is a gotal typewriter having extra 
large or primer-nizc type. On most standard macliines, type of this 
size may be substituted ft>r ordinary type. Manufacturers will 
furnish information. Ily cutting a stencil or by using a sj^eciai 
typewriter ribbon, (piantity prcKluction is easy. 


IV. ac:(:essory reading m.\terial 

The Plymouth (’hart—wall chart 'Mi' X 35'' of heavy paper 
mounted on wimkI at lop and bottom. U.sed to hold securely in 
place any stnndanl printed worrls for sentence-building as well os 
all kinds of home-made printetl canis an<l strips. The Plymouth 
Press. 

Pupil’s Desk Chart — For efiild’s individual use. Adaptetl to any 
kind of work tliat involves the assembling of parts into intel¬ 
ligible printed or script page, .\bont J)" X 8" with ten grooves. 
The PIvinoiith Press. 

Manual Arts Tablets — Mary H. Moiitieth. Large pads contain¬ 
ing {)iclurcs for coloring, words and fdirases corresponding, for 
making booklets, eharls, etc. Intended to assist in beginning 
rending. Partly self-verifying. The Prang Company. 

Bradley Silent Reading Seat Work—Hanthorn and Beattie. 
8€95, S«*t 1. B'iOl), Set Easy reading. Characler.s and .sen¬ 
tences taken from well-known stories, (jhild is to place correct 
sentences iiruler each illustration. Milton Bradley C'ompany. 

Silent Reading Stories — Seat work for second and third grades. 
Hanthorn and Beattie. Published by the authors. Address 
Miss M. M. Beattie, 4'41 S 15tli Street, Lincoln, Nebra.ska. 

Motlier Goose Puzzle Games — Two sets of four cards each. 
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Large attractive pictures in color. An accompanying rhyme so 
arranged that picture may l)e cut up into puzzle if desired. 
Rhyme may be cut into either phrases or words. Printed in 
extra large type. Key card for self-verification of work. Noble 
and Noble. 

Self-verifying Seat Work — Matching word.s to picturetl objects. 
So constructc<l that child can tell whether he has sele<’te«l correct 
word or not. Milton Bradley Company. 

The Silent-Readiug Hour—Accessory material. Practu'c exer¬ 
cises in careful Silent-Reading First Grade Set. 30 sheets and 
cover. Sample set 'io cents. St'coiul Grade Set. 30 sheets and 
cover. Sample set 'i.j cents. Slu)rt exposure phrase cards (first 
grade) for increasing rate and comprehension. 125 cards 
18" X 4". W. H. Wheeler & (\>. 

Action Sileiit-Reading thirds — A set of foiirlc‘en <*ards about 
6" X D" each with ten .sentences for first grade. Pupil is ex¬ 
pected tt) read silently and perform appropriate acts. R 904, 
25 cents. Twenty-five cur<ls 3" X 9" with brief, easy <Iire(;tiuns. 
R 905, 40 cents. The Plymouth Pre.ss. 

Silent-Reading Fla.sh C'anls ~ - Horn-Shields. “The place id the.se 
cards is primarily in the upper half of the First (irade, employed 
concurrently with whatever reader may be in use.” (iinn & Co. 


Many of the .school readers publi.shed in series now have excellent 
accesijory material for the chihlren’s own more or less independent 
work. Among these may be mentioned: 

The Boys’ and Girls’ Reailers — Bolenius. Houghton Mifflin 
Cora|7any. 

The Elsoii Readers — Elson, Runkel. Sc:ott, F'oresiiiaii & Co. 
Everyday Cla.ssics — Baker and Thorndike, 't he Macmillan 
Company. 


V. GAMES. TOYS. PUZZLES. AND MATERIALS FOR 
DESIGN ADAPTED TO CHILDREN'S INDEPENDENT 
ACTIVITIES 

Sectional Animals, No. 4753. Six Animals. 

Sectional Bird.s. No. 4754. Six Bird.s. 

Each completed picture has tlie name printed in large type on 
left side. Milton Bradley Company. 
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Mind-Builder — A set of large well-made wooden letters for spell* 
ing. F. A. O. Schwarz. 

Art Stencils for Boys and Girls. Alphabet No. 18. 

With these patterns chihlren can outline and color large well- 
formed letU'rs for alphabet books, posters, etc. Brentano. 

Spello, The (lame of Words. Samuel Gabriel Sons. 

Menagerie Stamp Outfit — Set (‘ontains dog, cat, cow, elephant, 
rabbit, parrot, lion, goat, horse, camel, monkey, rooster. Stamps 
of these and 12 additional stamps with which to print names of 
animals. Northwestern Sc‘1uk> 1 Supply Company. 

Clock Time Seal Work — Twenty-four different dials showing 
hours and half-hours. Dials to he arranged in order with word 
curd and figure expressing time denoted on dial. Plymoutli 
Press. 

Clock Lotto — On the principle of ordinary Lotto. Tea<*hes chil¬ 
dren to tell time. Samuel Gabriel Sons. 

Bradley Color Designs—Heavy cardboard tablets in six colors. 
Box containing lot) tablets, 20 cents. Milton Bradley Com¬ 
pany. 

Parquetry Bhwks — Wtuxleii tablets in six standard colors. Box 
containing 2.>0 bhx'ks, 40 cents. Northw<‘stcrii School Supply 
Company. 

Mosaic Designer—Goorl colors, durable, gives effect of real, 
mosaic work. Large size. No. 1718, smaller size, No. 

1741, 7.5 cents. F. A. O. Schwarz. 

Colored Wood Plate Designer --- Large wooden framed box, tf) be 
used as design board, containing numerous difff'reiit .shaped flat 
wooflen pieces, ()aint<*d on both sides in bright colors. Many 
pleasing designs are po.ssible. No. 244, large size, $1..50; 
smaller outfits, .50 cents and 7,5 cents. F. .\. O. S<-hwarz. 

Metal Stick-Printing Bov — (i sticks, .S color caps. Great variety 
of designs can be made on pa[>er, textiles or wwkI. The 
Prang (x^mpaiiy. 

Abbot Stu‘k-Printing Set No. 1. Northwestern School Supply 
Company. 

Note — .\.fter teachers have examiiusl and handled such pre¬ 
pared .s<»ts as the two last mentitmc'd, tliey will see how odds 
and enils of sticks, bamboo, hhx*ks, new rubber erasers, 
corks, etc,, may be used to make pleasing design.s. 

, Good Zoo Drawing Cards — Outline drawings of animals and birds 
In natural positions. Helpful to children in illustrating their 
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stories. Three sets of 10 cards each (7" X 10"). Each card 
shows one animal in different positions. 'I'lic Davis Press. 

The .\iiimal in .\rt — Arranged by P. J. Lemos. A portfolio of 
10 plates (7" X 10"), each plate giving sc’veral diffcn*nt views of 
one animal. An ex<*t!llcnt aid to children in their independent 
efforts. The Davis Press. 

Friendly Trees — P. J. Ixmios. Many suggestions for tree eiit- 
onts. 16 plates (7" X 10"). The Davis Prt'ss. 

Animal Cut-out Sheets — Dojnestic animals. Useful in s<*<ruring 
gtKxl patterns for illustruting Ixx^klets, cliarLs. etc. Samuel 
(iabriel Sons. 

Dissected Map of UnitH States, Cuts on State liims 15" X 22" 
mounted on wo<h1. Milton llradley Company. 


Games Givinc; Numker Excehieni es 

Lotto — Involves the r(s*ognitioii of nuiuher. Suitahie for first 
ami .second grades. Obtain at any gtMxi toy .sliof), or Milton 
Bradley Ctunpany. 

Spiiiette — A spinning top is (iroppe<l in the mi<l.st of small wcMnlen 
balls which are thereby scattered, some of them coming to rest 
in numbered holes. Iiivolv'cs addition. Ft)r beginners, easier 
combinations may be sei’ured by pasting slips giving lower value 
to certain holes. Suitcfl to first and s(*cond grades. Milton 
Bradley C\)rnpany. 

Pan-liesi — A well-known game for two to four players. A g<K)d 
deal of number is involved if teachers Im* 1|) children tf» brnnuc 
more expert in estimating spaces. Siiitcsi to second and third 
grades, (’’an be obtained at any gotxf toy shoj) 

American Jack Straws - - Involves writing number below 100 and 
adding. For steady hands in se<’ond grade. Milton Bradley 
Company. 

Tower G.aim* “ Marbles are .s(*iit down from top of tower whence 
they roll into numbered ptK'kets. Involves addition. SiuBhI to 
.second and third grades. Made in tlm*'e sizes. Middle size, 
$1.75. F. A. O. Schwarz. 

What Next ? — or Dividetl Answers. .Vn interesting t.-ard game in¬ 
volving multipli<»tion. Suited to third and fourth grade. By 
omitting the more difficult card.s it may l)e used in arlvaricerl 
second. Milton Bradley Company. 

MmKiy Ntiml)er Games — Series I — Addition and Multiplication. 
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Stories II — Subtraction and Division. Self-verifying chart 
SuiteiJ to third and fourth grade. Beckley, Cardy Com}>any. 


VI. PICTURES 

The pictures included in this list are intended almost entirely for 
the children's own work in making bcx^klets, scrapbooks, charts, 
posters, et<‘. Large wall pictures are not listed. Such pictures can 
be obtain(^d, however, from a number of the firms mentioned below. 

Copies of Paintings. Postcards. 

Metropolitan Museum of Fine Arts, New York. 

Boston Museum of Fine Arts, Bfiston. 

Many subjects interesting to children are foiiiid in botli lists. 
Mother Gcx)Se Pictures. 

Stainpkraft Pictures 5 cents per set in quantity. Barse & Hop¬ 
kins. 

Clara Burd Mollier Goose Pictures. Small size 3^" X 5". Set 
of 12, 2,> cents. Northwestern School Supply Company, 

11. Wille])eek Le Mair Post Cards. 

Set No. 1. Our Old Nursery rhymes. 

Set No. 2. Little Songs of Long Ago. 

I)elicat<‘ color, 12 in a set. 75 cents ix;r set. David McKay 
Company. .\lso, John Martin’s House. 

Mother (joosc Silliouettes — Printed on while cardboard with 
rhyme below. Twelve cards, 11" X 14". A. Flanagan. 
Turner Picture Study Prints — Half-tone reproiluctions, averaging 
in size 2X3 indies, made up in packages of ten of a single sub¬ 
ject. These are reproductions of famous artists, the subjects 
carefully selected and grade<i to suit the taste and interest of 
children. Price per envelope of ten prints, 5 cents. No orders 
taken for less than 25 cents. Send for full list to B. Kabatziiick. 
Miniature Series. 15(» subj<‘cts 5j X 4 inches. Send for full list to 
The University Prints. 

Miniature' Color Prints — Published 10 to a sheet, gummed and 
perforated — 5 .slicets for $1.00. No order filled for less than 
$1.00. Subjects selected and graded, ten subjects for each of the 
first eight grades. Brown-Robertson Company. 
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Pictures of Child Lira 

Children from many lands. Ten l>eautiful pictures in color l)y 
F. L. Warren, $1.0() j>er set. (This is the reduc'cd price quoted 
in 19'24.) National Child Welfare Assexr. 

VVillcheek Ixj Mair Post Cards — 12 pictures in each set, 7!i cents 
per set. 

Set C. The Children's Corner. 

SJet 8. Games and Pastimes. 

Set 9. Little People. 

Delicate colors. Charmiiii; conceptions of children engaged 
in many and varie<l activities. David McKay Company. 
Twenty Pictures of Cliihlren -- Pack<*t K. 

Twenty Pictures of Children - - Pa<*ket F. 

20 pictures in each ptu'kct, 2.i cents per packet. Brown’s Fa¬ 
mous Picture.s. George F. Brown. 

Silhouette Border Patterns. 

Book 1 — The Seasons. 

Book 2 — Eskimo, Duleli, and Cl»ristniJis Borders. 

40 cents each — Milton Bratlley (’ompany. 

HlAW.4TH.\ 

Hiawatha Pictures — By Rev. A. T. Keiiiplon. Made from photo¬ 
graphs of real Jndian.s. 10" X 12". Set of .‘30 picture.s, $f3.00. 
The Palmer Company. 

Animal.h and Biiios 

Animal Pictures — in color. 7" X 9". 3 cents each. 22 different 
subjects. Northwestern School Supply Company. 

Fish, Insects. Mammals. 7" X 9". Scents each. Perry Picture 
Company. 

Wild Animal Stamp Primer. 49 animal stories. Illustrated by 
50 color reproductions of animats from actual photographs taken 
in the New York Ztsilogical Park. Pictures may la* us<;d apart 
from the book. $1.00. H. R. Mitchell,’New York Zoological 
Park. 

.Vnimal Art Stamiis. X 8". 10 cents jk-t set of 20 stamps. 
Address as above. 

Brown’s Miniature Nature Pictures. Colored pictures of birds- 
Size 8" X 4". One cent each in lots of 1 0 or more. Eiicdi picture 
has full description on the back. G. 1^. Brown & Co. 
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Birds in Natural Colors. 7" X 9". 3 cents each for 15 or more 
Perry Picture Company. 

The American Singer Series. In color. X 6". Free in reason¬ 
able quantity to teachers. Descriptive paragraph and advertise¬ 
ment on buck. Singer Sewing Machine Company, New York 
City. 

Bird Pictures. In color. No. 2. 2" X 3". Set of 30 at 6 cents. 
Inconspicuous advertisement on face. Church & Dwight Com¬ 
pany, 27 Cedar Street, New York City. 

Geography 

National Geographic- Pictures — A great variety of interesting and 
authentic views. National (leographical Scx.*iely, Washington, 
D.C. 

Primary Set of 200 stereographs and lantern slides. Sec special 
manuai. Keystone \'iew Company, Meadville, Pennsylvania. 


VII. IIEPHESENT.VTIVE .VNT) DRAMATIC PLAY 


As staled above the reader sliould c-onsult The Homing and 
Equipment of Kindergartens for full list of largt-r materials and tools 
for play and construction. .V few- of the most essential ilc-ms arc 
mentioned liere. 

Screen in thret' or four sections. This is to take the ]>lace of build¬ 
ings conslrueted with large floor hl(K*ks. ('hildren have prob¬ 
ably securetl the full tNlucuticmal value of such building if they 
have had the big blcwks in kindergarten and first grade. In later 
primary years they still need an enclosure which may serve as 
house, shop, theater, library, mill. etc. '^J'he right kind of screen 
is very adaptable and it stimulates an<l partly controls valuable 
play activities. Directions for making such a screen may be 
obtaincsl from Industrial .\rts Co-oix'ralivc Service, Teachers 
('ollege, Columbia University. 

Dolls — Schm-nhut AU-WockID olls — Attrac'tive and durable dolls 
particularly good for sc1um)I use. Smaller celluloid dolls, ob¬ 
tainable at any toy shop — should also l)e furnished. 

Animals — Toy animals to use in play of farm life, dramatic play, 
sand table sc'enes. Also to serve os models for representation in 
clay. 

* Textiles — Inexpensive fabrics such as cheesecloth and cambric in 
white and colors for costumes which children will make for them- 
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selv^. Old material brought from home and dyed will serve 
many purposes. 


VlJl. Ml SIC 

Song Hooks — Singing Games — Rhvthms 

Song Primer. Hoiitley. Teaehers Edition. A. S. Hnnios & Co. 
lloUis Dann Muitic Series, Hooks One, Two, and Three. American 
Hook Company. 

Mu.'tie Edueafion. Seeond Rook. Cadv. (^lavloii K. Siinnnv. 
Lilts and Li/rics. Riley ancl (laynor. C’layloii F. Suininy. 

Small Songs for Small Singers. Neidlinger. (1. Seliirmir. 

Chilei Land in Song and Hhgihm. Jones-Hjirbonr. Arthur 
Schmidt. 

Universal Music Series. Primer, and Hooks Om* and I’wo. Hines, 
Fildridge and Noble. 

Mother (loose MeltKlies. Elliott. ^b'Lunghlin Hrothers. 
Children's Singing (lames. Old and AVjc. llofer. A. Flanagan. 
Schoid Hhgihms for Kindergarten and Primary (Wades. (\>lleeled 
by Ethel M. HobiiLSon. (lay Ion F. Snminy. 

Mr.sicAL Inktuumknts fou Cini.oiiKN’s Hand 

Drum, 11". Tarnbonriin*, H". Cymbals, 7". Small Triangle, 
Sleigh bells. Bell plate. Xylophone — 15 bars. Metalloplnnie 
— 18 notes. 

GiuPHornoNE Rkcohijh 

Records made expressly for rhythmic moveiiK'nls of young c'hildren. 
Selections cho.sen and recording .snper^•i.sell by Ethel M. Robin¬ 
son, Helene Kneip and Louise Hireh of tin* Ibrnice Maim Kinder¬ 
garten, Teachers (’olh'ge. ('olinnbia Phonograph (’ornpuny, 
1819 Broadway, New York. 

IX. TEXTH(K)KS 

» 

Reading 

There i.s an embarras.srnent of riches in the mutter of goo<l read¬ 
ing textbooks now available, and it is im|)ossible to pick out six or 
seven and .say, with rea.sori and justice, “Tliese arc the best.” In 
selecting thi.s .short list the antlior was guided by the following con¬ 
siderations. To seek — 
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1. Variety — selecting some books purely literary in content 
aiul others containing some realistic material. 

3. Books which make possible the use of sound and brood meth¬ 
ods of teaching. 

3. Those which are very attractive to children. 

4. Thos<' which authors and publishers are keeping up to date in 
the way of manuals and supph'incntary material. 

Titles are arranged in alphabetical order. 
liolvtiim Hcajdvm. Bolenius, E. M. Htjughton Mifflin Company. 
The Child's World. Browne, II. S., and Witliers, S. B. F. John¬ 
son Conjpany. 

The Klson Readers. Bison, AV. H., and Hunkcl. L. E. S<*ott, 
Foresmaii & Co. 

Everyday Classics. Baker, F. T., and Thonnlike, A. H. The 
Maximilian Company. 

Reading-Literature. Treadwell, II. T., and Free, M. How, Peter¬ 
son & C’o. 

J'he Silent-Reading Hour. Bu.swell, G. T., and Wheeler, W. H. 
W. H. W heeler & Co. 

The Winston Readers. Firman, S. G., and Maltby, E. IL J. C. 
W'inston Company. 

Ahitiimetic 

Many teachers prefer not to put an arithmetic text into the chil¬ 
dren’s hands Iwlow the thin! grade. For those who wish to make 
.some use of a book at an earlier stage the following texts are recom¬ 
mended : 

First Journeys in Numberland. Harris, Ada Van Stone. Scott, 
Foresmun & Co. 

First Year in Xuniber. Hoyt, F. S., au<l Peet, II. E. Houghton 
MifHin Company. 

A Child's Rook of Sumher, Slone, J. C. Benjamin Sanborn. 

X. THE CHILDREN’S OWN LIBRARY 

For indeiHMidcnt reading, for the social reading hour, and for 
reference. 
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Picture Books i-or Ktndkroarten and First Grade 

Caldecott Picture Books. F. Wariie. 

Hcy Diddle Diddle Picture U(mI{, 

Picture Book So. 

Pictures in color hy Ralph Caldecott. 

Walter Crane Picture Books. John Lane. 

77/w Little Pig. 

Old Mother II ubbard. 

The Three Bears. 

Sing a Song of Sixi)ence. 

The Fairy Ship. 

Pictures in color hy Walter Crane. 

Four and Twenty Toilers. Lucas. McDiviit and Wilson. 

The Chicken H’or/d. E. Boyd Smith. (J. P. Putnain's Sons. 

The Farm Book. E. Boyd Smith. Houghton Milflin Company. 

A Book of ('heerful Cats. J. G. Francis, ('entury (^anpany. 

The White Puppy Book. Ctn il Al<liu. Douhltnlay* Page & Co. 
Clean Peter. Adelborg. Longmans, Green & Co. 

Collections of Mother Goose Rhvmrs 

All except the first hook in this list have many delightful pieturef 
in color. 

A Book of Nursery Rhymes. Charles Welsh. 1). C. Heath & Co. 
Small inexiKMisive edition, (iood for school use when higher- 
priced lHK>ks cannot he secured. 

Mother Goo.se. Illustrated hy Kate (irccnaway F. Warne. 

Small hook <‘ontaining only limited nunihiT < short rhymes. 
A Nursery Rhyme Picture Book. Lang. lllustr:>tions hy I.<eslie 
Brooke. F. Warne. 

Not a full collection of rhymes, hut very delightful pictures. 
Mother Goc^e. Illustrations hy E. Boyd S;nith. (L P. Putnam’s 
Son.s. 

Large collection. Pictures .slum ]>articularly humorous treat¬ 
ment of subjects. 

The Real Mother Goose. Blanche Wright Fi.sher. Hand, McNally 
& Co. 

From every point of view, one of the most satisfactory edi¬ 

tions. 



338 


APPENDIX 


The Jenjtie Willcox Smith Mother (ioonc. Dwld, Alimd & Co. 

Excellent collection. Many full-page illustrations. 

Jessie Wilicox Smith Little Mother (loose. 

Small rcproiliiction of above edition at a lower price. 

A Hi(j Hook of Nursery Rhymes. Walter Jerrold. lllustralion.s by 
Charles Robinson. E. P. Dutton & Co. 

Exccllcnl coll<‘ction, charming pictures. H(K>k t(x> large for 
small children to handle. 

Old Mother (loose Nursery Rhyme Hook. Illustrations by Anne 
An<lerson. and E. C. Jack, Eoiidoti. F. A. Stokes Com¬ 

pany, New York. 

An exceptionally beautiful edition. Ttwt <‘o.slly for the or- 
dinarv s<-ho<tl library. 

Fiilst Ghade 

A Apple Pic. Kate Greenaway. F. Warne. 

The A.H.V. Hook. Desigin'd and cut on wood by C. B. Falls. 
Donbleday, Page & Co. 

The Eduard Ixar Alphabet Hook. Illustrated by F. Riehard.son. 
Reilly & Ix*e, (’hu‘ago. 

Little Hlaek Sambo. Helen Bannernian. F. .\. Stokes C’ompany. 

The E.U.N. Hook. La Rue. The Macmillan Company. 

A Little Hook of Well-Knoun Toys. Braden. Rand. McNally 

& c:o. 

Johnny CroiEs (larden. (In rhyme.) Ix'slie Br<K>ke. F. Warne. 

The Dutch Twins' Primer. Perkins. Houghton Mifflin Company. 

Tfw Tale of Tibby and Tabby. SkinncT. Duffield. 

Work-a-day Doimjs. Seri and Evans. Silver. Biirdetl & Co. 

The Cook's Surprise. (In rhyme.) Clark. l)ouble<lay, Page& Co. 

Nur.'tery J'ales from Many Lands. Skinner. Charles Scribner’s 
Sons. 

Three Hlivd M ice. (fn rh\me.) TvMiney. F. Warne. 

The Cock, the Mouse, and the Little Red Hen. Ixjfevre. Jacobs. 

Cherry Tree Children. Blaisdell. Little, Brown & C\). 

Hou'-iVow and Mew-Mew. Craik. Charles E. Merrill Company. 

Second Ghade 

Folk- and Fairy-Tales — M(xlern Fanciful Tales 

IHte Tale of Peter Rabbit. Beatrix Potter. F. Warne. 

The Hojabi Tree. Edith Riekert. Doublcday, Page Co. 
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The Story of Mrs. TublM. F. A. Stokos Couipauy. 

Little Dog Heady. Mabel F. Stryker. Henry Holt & Vo. 

Picture Talcs from the Huxsian. Valery (^arriek. F. A. Slokes 
Company. 

Six Little Ducklings. Kailierine Pyle. Dofbl, Meail & ('o. 
Haggedy Ann. Johnny Gruelle. N'oIIhikI. 

Grassfu)piwr Green and the Meadow Mice. John Ha<*. \'ollaii«l. 
Injun Hahies. Max nan! Dixon, (i. P. Pnlnain's Sons. 

The Golden Goose Hook. iA*slie HrtM>k«‘. F. Warne. 

The House in the WoihL Le'*li«' Prooke. F. Warne. 

Old Mother PV.v/ Wind. T. W. Bnrges.s. Lillie, lirown & Co. 


Hrali.'itic Stories, or Stories ichich might he True 

Five Little Friends. S. W. .Vdains. T'he Maeniillan ('oinpany. 

Hobby of Vlorerjuid Farm. Helen F. Orion. F. .\. Slokes (\)m- 
pany. 

The Dutch Twins. Jaiey F. P<‘rkins, llon^hlon IVIifilin ('oinpany. 

The Fskimo Twins. Lin\v F. Perkins. Hoii^hlon Mifflin C%nn- 
pany. 

Peter and Polly in Autumn. Hose Lneia. Anieriean HcMik Com¬ 
pany. 

Peter and Polly in Uoselaieia. .Vtneric'un Hook Company. 

San and Sed in Holland. Oinislead an<l (iranl. How, Peler.son 
& Co. 

About Harriet. Clara Himl. Houghton Mifflin Com|)aiiy. 

Wee Ann. E. C. Pliillips. Htaighltm Mifflin Company. 

Seven O'Chwk Stories. Jtobert (*. Anderson. (i. P. Putnam's 
Sons. (Pari of lln*si‘ stories are fanciful in clmra<*ter.) 

Tfu'Twim and Tahiffa. Constance Howard, .1; cobs. 

Charlie and His Puppy Hingo. Hill and Max <‘1I. The Mac¬ 
millan Company. 

Reading to Find Out. Frances Ross. The Macmillan Company 


Sature Stories — Stories of Primitive Life 

Plant Life. Florence Hass. D. C. Heath & Co. 

Animal Life. Florence Boss. 1). f. Heath & Co. 

The Childreids Hour with Bird.i. Watty Piper. Platt-Mnnk. 
Red Feather. M. E. Morc*omb. Lyons and Carnahan. 
Fishing and Hunting. Dutton. American Hcaik Company. 
The Tree Dweller.<t. Dopp. liand, McNally & Co. 
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The Early Cave-Men. Dopp. Rand, McNally & Co. 

Little Indian Folk. Deining. F. A. Stokes Company. 

American Animal Life. Doming. F. A. Stokes Company. 

Thiki) Gkade 

Folk- and Fairy-Tales — Modern Fanciful Tales 

East 0* the Suji and West O' the Moon. Thomsen. Row, Peterson 
& Co. 

More Picture Tales from the Russian. Carriek. F. A. Stokes 
Company. 

Rook of Fables and Folk-Stories. Seudder. lllustrate<l by Maurice 
Day. Houghton Mifflin Company. 

Merry Animal Tales. Righurn. Rand, McNally & Co. 

As the Goose Flies. Kallu'rine Pyle. Jaltle, Brown & Co. 

Perez, the Mouse. Padre Louis C'olotna. Atlapted from the Span- 
Lsh by Lady Morelon. Dotld, Mea<l & Co. 

Andersen's Fairy-Tales. Selected and Edited by E. E. Turpin. 
Maynard, Merrill. 

Grimm's Fairy Tab's. Edited by Sura E. Wiltse, in two volumes. 
Ginn & (^). 

Tales and. Tags. A. J. Latham. Alfrcnl Knopf. Folk-tales in 
rhyme. Ilninorous. 

The Adi'entures of a Rrownie. Mulock. (L P. Putnam's Sons. 
Pinocchio. Lorenzini. Ginn & Co. 

Alice's Adventures in Wonderland. Lewis Carroll. G. P. Putnam’s 
Sons. 

Peter Pan. Retold from Sir James Barrie's play. Edited by 
F. O. Perkins. Silver, Burdett & Co. 

The Queer Little Tailor. Cowles. Flanagan. 

The Velvetcim Rabbit. Margery Williams. Doran. 

The Story of Dr. Dolittle. Hugh Lofting. F. A. Stokes Company. 


Realistic Stories, or Stories which might be True 

Fifty Famous Stories Retold. Baldwin. American Book Company. 
Robinson Crusoe Told Anew. Edited by Baldwin. American Book 
Company. 

The Japanese Twins. Perkins. Houghton Mifflin Company. 
Susanna's Auction. From the French. A new edition of a quaint 
and delightful old story. The Macmillan Company. 

7%e Chinese Kitten. Edna A. Brown. Lothrop, Lee & Shepard. 
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Whistling Rock. Edna A. Brown. I.<othrop, Iah* & Shepard. 

Ameliar Anne and the (Ireen Umbrella. Hewiird. Jacobs. 

Jolly Good Times. May W. Smith. Little, Brown & Co. 

Nature Stories * History — Geography — Industrial .Arts 

In the Green Fields. Zoo Meyer. Little, Brown & Co. 

The Green Gate to the Sea. Ethel G. Brown. Silver, Bimlett 
& Co. 

Hexapod Stories. Edith M. Patch. Atlaiilu’ Monthly Press. 

liird Stories. Edith M. Palrh. .\tluiitie Monthly Press. 

Sam; or Our ('at Tales. SehnffiuT. Atkinson. Metziier it (\». 

Puppij Dogs' Tales. E<lit«l by Eranees Kent. 'J'he Mai'inillan 
Company. 

Uhild Life in Other Isinds. Penhie. llaiid. MeNally & (^o. 

Rud and Uamtm). (Child life in China.) 'riiomson. I). C. Ap¬ 
pleton & (’o. 

The Fjurly Herdsman. Dopp. Band. IVIr-Nally & Co. 

DiM'as. the Indian Hog of Santa ('lara. SiuMlden. 1). Heath 
&Co. 

The Farmer and His Friends. Tappan. liongliton Millliu Com¬ 
pany. 

Pilgrim Stories. Pimiphrey. Band, McNally it (\). 

History Stories fttr Primary Grades. Wayland. The Macmillan 
Companv. 

Viking Tales. Hall. Band. Mc Nally & Co. 

The Story of the Ship. Mel^oiighlin BrothcTs. (Chiefly valuable 
for fine colored pictures I'seful in study of transportation.) 

Merchant Ships and What They Itring Vs. Braine. D. i'. Apple- 
ton & (.\). 


Fol’KTH 

Myth — Wonder Tales — M(Hlern Fanciful Tales 

Stories of Long Ago. Kupfer. D. C. Heath & Co. 

In the Days of Giants. Brown. Houghtorf Mifflin Company. 

The Children's Homer. Padraic CcjIuttj. The Macmillan Com¬ 
pany. 

The Golden Fleece. Padraic Colum. The Macmillan Company. 
The Wonder Clock. Howard Pyle. Harper & Bros. 

The Little Lame Prince. Craik. Rand, McNally & Co. 

The Snow Queen. Retold by Louey Chisholm. Nelson, 
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The lUrch and the Star. (Partly realLstie in character.) Gudrun 
Thorne Thomsen. Row, Peterson & Co. 

(IranruTu Wonderful Chair. Prances Brown. Illu.stration hy Pyle. 
D. C. Hcatli & Co. 

Less expensive e<lili<»u. Everyman’s Library. E. P. Dutton 
& Co. 

The Bluebird for Children. Mine. Maeterlinck. Edited for 
school use by F. (). Perkins. Silver, Burdett & Co. 

Firelight Fairy Book. Boston. Atlantic Monthly Press. 

The Little Ifou.ie in the Fairy Wood. Ethel C. Eliot. F. A. SU>kes 
Company. 

The f’oyagen of Dr. Doliltle. Lofting. F. A. Stokes Company. 

Memoirs of a hmdon Doll. Fairstar. The Macmillan Company. 

Nancy in the Wood. Marion Bryce. John Lane. 

Realistic Stories, or Stories which might be True 

Donkey John of the Toy Valley. Morley. Mct’Inng. 

The Scotch Twins. Perkins. Houghton MifHiii C’<impany. 

The Snow Baby. Josephine D. Peary. F. A. Stokes Company. 

Adventures of a Country Boy. Abbott. Adapte<l by Clifton 
Johnson. American Book (’ompany. 

Katrina and Jan. Alice C. Bailey. Volland. 

Nature Stories — History — Geography — Industrial Arts 

The Book of Birds for Young People. Mathews. G. P. Putnam’s 
Sons. 

The Burgess Bird Book for Children. Burgess. Little, Brown & 
Co. 

The Burgess Animal Book for Children. Burgess. Little, Brown 
&Co. 

The Travels of Birds. Chapman. D. C. .\ppIeton & Co. 

Little Sea Folk. I. N. Gaylord. Little. Brow'n & Co. 

Wild Animals I have Known. Seton. Charles Scribner’s Sons. 

Black Beauty. Sewell. Rand, McNally & Co. 

Beautiful Joe. Saunders. Judson Press. 

Pets; Their History and Care. Crandall. Henry Holt & Co. 

The Early Herdsman. Dopp. Rand, McNally & Co. 

The First Days of Man. Rummer. Doran. 

Ijudian Days of the Long Ago. Curtis. World Book Company. 

Slwft History of Discovery. Van I.joon. David McKay. 
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Leif and Thorkel. Two Norso Uti.vs of Long Ago. 

World Book Company. 

Following Colnmhits. Nula. Tin* Mtu'miilHii ('oinpany. 

Jeanne d'Arc. Boutot do Monvol. lihistrations hy tlio author. 

(Beautiful pieluros in oolor.) (Vntury (’oinpany. 
lime the Prexent Came from ihe l*axi. Wells. The Mat'inillan 
Company. 

Our Coiintrt/'s Hitorg. Tappaii. Houghton Miiriin ('"fuiipany. 
Orography for Iteginnerx. Shepherd. Hand, McNally & C’o. 

Firnt Ijessonx in Geography. KnowUoii. The Maeinillan (\)in- 
pany. 

Good CHizenxhip. Hiohinan ajid Wallaoh. Amoriean B(H>k 
Company. 

The Four Wonders. Shitiig. Band. McNally & ('o. 

Makcr,s of Many Things. Tappaii. lloiighlon Miillin Company. 
Warp and U’oof. Book 1. N’ory. Edui‘ational Publishing C\>in- 
pan>'. 

li'earrrs and Other W orkers. Hull. Rand, McNally & Co. 

Junior Cook ilotde. Jiidhou. Barso Hojikius. 

The School Garden Hook. Woe<l and EmtTson. (duirlos S<Tibner's 
Sons. 


.\hont Puppet Plays 

The Tony Sarg Marionetle Hook. Mclsiuic. F. HiU'bsch. 

The iMtid of Punch and Judy. Stewart. Revell ihiblishiiig Com¬ 
pany. 


ConLE( TioNH OK Vkhre KOft Chiluken's Rkadi.vq 
Grades One to Four 

Nonsense Hooks. Edward Ijcar. With all the origmul illustrations. 
Little, Brown & Co. 

A Child's Own Hook of Verse. Books One and Two. (’olleeted t)y 
Skinner and Wiekes. The Alar'inillun C\)nipany. 

The Childrens First Hook of Poetry. Eriiille K. Baker. Anierican 
Book Company. 

Peter-Patter Book. Leroy F. Jackson. Rand. McNally & (^). 
The Posy Ring. Wiggin ami Smith. Doubleday, Page & Ct». 
Jane, Joseph, and John. B<*rgengr<;n. Atlantic Monthly Press. 
A Child's Day. Waller de la Mare. Henry Holt & Co. 

Sunny Rhymes for Happy Children. Olive B. Miller. Volland. 
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For Day a and Days. Annette Wynne. F. A. Stokes Company. 

Fairies and Chimneys. Hose Fyleiiian. Doran. 

A Child's Carden of Ver.'te.H. Robert Ij. Stevenson. gocnl school 
e<lition is published by Charles Scribner’s Sons. There are 
many f>tlicr choice editions. 

Litlle^Folk Lyrics. F. D. Sherman. Houghton Mifflin Company. 

Peacock Pie. Walter dc la Mare. Henry Holt & Ca. 

Fifty Christmas Poems for Children. Sedeeted by F. B. Hyelt. 
I>. C. Appleton & C’o. 

The Horne Hook of Verse for Young Folks. Selected and arrangt^d 
by HurLon E. Stevcns<ni. Henry Holt & Co. A large collection 
of witlc range ius to types of verse and age of rea«lers. 

This Singing World. I^onis Ihitcrineyer. Hareonrt-Braec Com¬ 
pany. A collection of m<i<lern verse intended h>r older children 
and young j)eoi>le. Contains a few selections suitable for pri¬ 
mary grades. 


XI. MAGAZINES FOR YOUNGER CHILDREN 

Child Life. Monthly. Rand. IVIcNally Ik Co.. C’hicago. 

John Martin's Hook. Monthly. John Martin's Hoii.st'. New York. 
The Nature Magazine. Monthly. I'il-i Sixteenth Street, Wash¬ 
ington, !).(’. This magazine slionld be in every elementary 

.SC*htH>l. 

The Merry-Co-Round. Monthly. Basil Blackwell, Oxford, 
England. 

A small st*etion is devoted to the younger ehihlren in the fol¬ 
lowing periodicals: 

St. Nicholas. Monthly. Century Publishing Companv, New 
York. 

Youth’s Companion. Weekly. Perry Alason Company, Boston. 
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A Numhtir of Things, exaiiiplcH of 
children's cudoiiced expression, 
175. 

Achievement tests, for kinderKtirlon 
and primary grades, 58. 

Applied arithmetic, 28‘J. 

Arithmetic, foundation for, in kin¬ 
dergarten, 51-54; a tool subject. 
276-78; for first-grade children, 
278-81; and reading, comparison 
of children’s interest in, 280; iiu’i- 
dental teaching of, 281, 282; “Bo¬ 
gin with the concrete” in, 282-86; 
contact with realities in, 286; 
really ii.'hhI by children, 287-80; 
functional iioint of view in, 2S0- 
03; courses of sDuly in, 20t) 03; 
influence of standardized tests in 
imrnary, 203-96; graphs to show 
attainment in, 205, 296; value of 
pra<*tical test.s in, 206-00; to in¬ 
terpret larger world, 200--3()2; 
artificial devices not to be substi¬ 
tuted for purposeful drill in, .302- 
04; inculcation of attitudes and 
ideals through study of, 308-10; 
textbooks in, 326. 

Arithmetical learning, have children 
intrinsic interest in? 304-08. 

Babcock, H. T., use of Mother Otiose 
in primers, 262. 

Betzner, J., oxerciscH in silent read¬ 
ing, 242. 

Bohn, William £., social relations 
and language, 126. 

Brandenburg, G. C., on speech of 
children, 125. 

Brearley School, teaching of manu¬ 
script writing in, 190, 191. 

Brooke, L., Ijooks of children's 
stories, 265. 

Buswell, G. T., investigation of 
fundamental reading habits, 198; 
Detail^ Analyst* of Firat^ade 


Heading, 210; eye movements 
through third grade, 216. 

(‘arrick, V., Picture 7'ales from the 
Husstan, 265. 

('liief agent, in school eiit(>rprise, 69. 

t’hilil, charac(eris(i<>s of, 2. 

('hubb, Pereival, value of Mothir 
(.loose, 257. 

('Ias.s library, 250-54. 

C’la.s.sification of pupils, service of 
kindcrgarUui in, 56-58. 

(,'hi.shruuiii programs, exuinidcs of, 
34-38. 

('oncrctcncHS, in beginning arithme¬ 
tic. 282 86. 

Conkling, Hilda, poems of, 175. 

<‘ontinuity, in the course of study, 
8*4 -8(>. 

Cooley, C. H., on deinocratie con¬ 
trol, 115; on incn'ase of freedom, 
115; definition of society, 117. 

Copying, ineffcct iveness of in tcac,h- 
ing mechanics of writing, 178; 
legitimate use of, 178. 

Courses of study, chart, showing ex¬ 
tent of mention of kindergarten in, 
01; avoidance of eonfusioii and 
lapses in, 84-86; in arithmetic, 
29()-93. 

Creative work, pr-ivision for in 
written expressioi. l6ti-77. 

Ciirrieulurn, for kindergarten and 
primary grades, 66-64; place of 
children’s purposes and plans in, 
60-86; avoidance of confu.sion and 
lapses in, 84-80; functional ixfint 
of view in*arithmetic as shown in, 
289-93. 

Daily bulletin, in teaching reading, 
226. 

Demonstration school, observation 
of fourth grade work in, 20. 

Devices, artificial, not to be substi- 
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tilted for purposeful drill in aritli- 
irietic, :j02-04. 

Dewey, .1. W., How We Think, 12H n .; 
eurierete objects, 2811; and Me* 
Lellan, J. A., Psycholoay of Num¬ 
ber, 28^1. 

Drill, danKcrs of in teuehiiifc roadiiiK, 
207; place of in teaching reading, 
209, 210. 

Elliot. J. W., inush'ul setting for 
Mother Goohc, 2G0. 

Enterprises, worthy of place in 
sclukil program, 09-71; of school 
children, specinicns of, 8H~l()7; 
value of s[>ecimens cited, 107-09. 
See aluo J^rojects. 

Environment, pre-.school, 3-5; de¬ 
manded by original nature of 
children, 5-7; commonly provided 
by school, 7-9; funiLshed by 
kindergarttm, 9, 10; of high schoiil 
and kindergarten compared, 10; 
and practi.se, typical example.s of, 
14-42. 

Equipment, for primary grades, 
315-17. 

Eye inoveinents, in licginning rea<i- 
ing, 211, 210-18. 

Fairfax School, French Bcmar, 91; 
Our Ne,i(fhborhood,^9’± 

P'aiiciful tales, care in selecting 
modern, 267-70, 

Finger movement, in writing, 189. 

First Cirtuie, kindergarten as pro> 
paration for, 40, 47. 

Folk-tales, acquaintance with 
througli reading texts not sulfi- 
(*iont, 263-65. 

Formal work, example of in lower | 
grades, 17. 1 

Fort Waj'iie Nonnal ^Trajukig 
School, Tran^formino a Portable 
Building, 98. 

Freedom, necessary in child's en¬ 
vironment, 5. 

Freeman, F. N., eonolusion on 
teaching handwriting, 184. 

French lioMoar, Fairfax School, 91. 

Froebel, kindergarian teaching of 


mathematics by strii't followers of, 
53, 54. 

Fiiniiturc, and equipment for pri¬ 
mary' grades, 315-17. 

ejames, value of language, 132-30; 
"It IS I," 133, 134; The Fairy'$ 
Touch, 1,35; list of, 319. 

Gatos, A. 1., phonic systems, 213; 
reading disabilities, 214; increas¬ 
ing reading ability, 237. 

Gesell, A., quotation from The Pre- 
School Child, 56; kindergarten as 
"recruiting station," 56. 

(icsell, A. L., and B. ('., supple¬ 
mentary' exorcises in writing, ISS; 
phonetic work with normal chil¬ 
dren, 216. 

Graphs, to show attainment in 
arithmetic, 295, 296. 

Gray, W. ,S., Principla* of Method in 
lieadiiiy, 216 n. 

Hall, G. S., Content of Children's 
Minds, 50. 

Hanthorn, A., and Beattie, M. M., 
Silent Reading Stories, 246. 

High school, envirnninont of, 10. 

Hill. P. S., conduct curriculum, 63. 

Hobbies, as sources of stimulating 
purposes, 7.5-80. 

Horace Mann S<-hool, What Shall I 
Do Now/ Suggestions for Summer 
Work and Play, 77 : kinrlergartcn- 
primary' fair, 88; Study of Milk, 94; 
Puppet Shows in Fourth Grade, 1(K); 
Meeting of the Book ('lub, 118. 

How Chickens Hatch Without Their 
Mothers, San Jas6 State Normal 
School, 107. 

How Eggs Hatch, San Jos^ State 
Normal School, 107. 

Huey, E. B., reading by cues and 
clues, 49; cxpcrimeiits in reading 
cuiitcDt, 201, 202. 

Intelligence tests, for diagnosis and 
rlas.sifioation in kindergarten, 57. 

International Kindergarten Union, 
character of programs, 66. 

"It U /" language games, 133, 134. 
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James, \V., the world a‘‘V>ooniinR, Mother Oonnc, 2G0. 

buzzioR confusion,” 60. Jjearning prtMiOss, in pro-schocd 

Judd, C. H., mechanical training in {teriod, 4, 6. 

rending, 213. Letter-writing, us st&rtiug point fur 

written expression, 150-03; dis- 
Kindergarten, environment fur- lulvuntnge of models in lonrning, 
nished by, 9, 10; place of, 159; specimens of, lOtMVJ. 

and primary gi’odes, unity of, j Library, class, 250-5‘l; for teach- 
44-40; a.s preparation for First [ ers and supervisors, .'ilLl.’); the 
Grade, 40, 47; linguUtic training j child’s own, 326-34. 
in, 47, 48; laying foundation foriLiteraturt*,introductiontoinkinder- 
reading in, 48-51; immljor cxi)eri-j gartcn, 51; imlectirtn ami uw of, 
ence in, 51-54; ininiirnim essen-' 255, 250; f/mwc us, 2.57-63; 

tiuls in, 54- 56; service of in clnssifi- ' acquaintance with fi4k-tales, 203- 
ration of pupils, 50-58; nicosur*! 05; need for realistic stories, 205- 

able results in subject-matter in, i 07; selection of mo<lcrn fanciful 
68, 50; infonnul roconl of result.s j t:iles, 267-70; cultivation of taste 
in, 50, 60; and primary griule.s, i for modern verse, 270-74. 
curriculum for, fK)~64; ami pri • j 

mary griules, «me suix*rvi.sor for, i Magazines, for yotmgor children, 
64; and primary grades, l)eltcr co- j 334. 
ordination Isjtween, 64. 65; l.'in-j Manuscript writing, 180-01. 
guage drill in old type of, 120, 1.30.1 Mcfting of the Book ('tub, example of 
Kindcrgarten-t»rim:ury fair, IIora<‘e I socialized recitation. 11S. 

Munn .School, 8S. Memorization, in language teaiihing, 

1.30; of poetry, 274. 

Lagenbeck, M., vocabulary of pre- Militurj'organization, example of in 
eoeious girl, 125. lower grades, 15. 

Language, kindergarten training in. j Minimum essentials, in kinder- 
47, 48; pre-seliool practice in, 124; j gafteu, 54-50. 
prc-schooI growth of, 124-29; Models, diundvantage of in letter 
child’s pleasure in use of, 127; im- writing, 1S9. 

portanee of practice and exiieri- Modem verse, cultivation of taste 
ciuic in developing, 127, 128; for, 270-74. 

methodology’ of in old tyuxs kinder- Monteasori, M., geometrical terms in 
garteii, 120, 1.30; fallacy of formal te.iching l«pguagc, 130. 
drill in, 131; importance of vital Moore, A. E., .A N/wdy e/ 

situations in development of, Oral Englitth in ^’rimary (Jradeti, 
130-.32; overcoming errorh in, 138, 34 7i.. 142 n. 

139; avoidance of over-iiodantic AfotAcr Crnwr, in kimlergai^'ii work, 
requirements in teaching, HO, 51; os lit^Tnture, 257 <>.3; general 

141; toochers'materials for printe<l aequaintaiiee with, 2tH; iist< of in 
matter to be use<l in, 317, 318. ,SVc prinioni, 262, 
cUeo Oral Eiigli.sh and Oral Lan- Muscular moveipeiit, proper place of 
guage. in teaching writing, 184>. 185. 

Language abilities, studies ol in Muuc matcriids, -325. 
children, 125, 126. 

Language games, value of, 132-36; National Committee of Chamber of 
is J," 133, VH; The Fairy’s C'ommeroo (Cooperation with Pul h 
Tourh, 135. lie Behools and American City 

Le Mair, H. W., musical setting for Bureau, 62. 
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^fational jPrimaiy Coundl. BuU^Hn, 
vol. iv, no. 3, 14; invi9sti£fttion£ of, 
15^19; ohcotuster of iirogr^B, 05. 

T^eti^Hpftper, 6&tdning feadin^ matt- 
rial from,, 228-31.; ’ - ,, 

. Nica, '^argaret M., voumbtitarsr in 
relation to oifvironraentt 1|20. 

Noon, J?, G., arithraetic uiMid by 
children, 287. - 

Numlibr, drill ia j)uro vh. drill in'ai)- 
pliod, 289. Sc^ duo A|itlunetio„^ 

Nund}eT ticperionce, In kiucfergart^,r 
61-54. ' . ^ 

If 

Objc(;ti\'c.s, fof kindergur^n, oenterH 
which have, do^veloped, 60^ , 

O'Brien, J. A.,.direct lynttetic mode 
of attack in reading, 2^, 241. 

Oral, Englinh, variety in practM^e, 
130x39. See also Dangiiage. 

Oral language, in priinaryt gradcH, 
142-49; courses <|f stutly aims in 
teaching, 142; aladies in func¬ 
tioning of, 143-49; eiTett of ailent 
reading on, 147, 148. See also 
Language. 

Original nature of children, school 
environment demanded by, 5-7. 

O'Shon, M. V., effectiveness in lan¬ 
guage,, 130. . 

Our HaHoween Party, San Jo86 State 
Normal School, 105. 

Our Hen Book, San Jo$6 State 
Normal School, 106. 

OurNeiahhorhood, Fairfax School, 92. 

Penmanship, systems discouraging 
written exprosaipn, lliS; over¬ 
emphasis on, 182. See also 
Writing. 

Phonic exercises, serv'ice of in teach¬ 
ing reading, 2I&-15. ^ 

Pictures, list of,, 322. 

Pinorchio, 249. 

Play, representative and dramatic, 
materials for, 324. 

Play life, as source of stimulating 
purposes, 75-80. 

Poetry, written by children, 173-77; 
•cultivating taste for modern, 
270-74, 


Pijactioo, and environment, typical 
..examples of, 14-42. 

environment and 
aghi|hremeto1^ m, ^6; learning and 
•s: teat^iog prooesses of, 4, 5. 
d^grariig, for dareroom, examples 
of, 34-38; graphs showing time 
* distribution in daily, 39,40; length 
of periods in, 40, 41; oharacter- 
' ■^istics'of eht^rprise worthy of place 
111,-69^71. 

Projects^ origin of, litfving educative 
p^ij^il^ies, 7i-».74; opportunities 
for overlooked, 74, 75; nature of 
d^rafble,. 82-i^. See dso Enter¬ 
prises. 

Pup^pet ^Shows in Fourth Grade, 
ikdrace Mann School, 100. 
Purpo.scs, and plans, children's, place 
of in curriculum, 06-69; hobbies 
as sources of stimulating, 75-80; 
good schools generate comihon, 80, 
81. / 

Reading, lading foundation for in 
kindergarten, 48-61; beginning, 
materials and methods for teach¬ 
ing. 193-95; judging relative merit 
.of methods of teaching. 196-99; 
. importance of interest and zeal on 
part of learner, 199-201; well- 
organized content for right habits 
of, 201-05; danger of too much 
thoroughness in teaching, 205-08; 
use of repetition in teaching. 205, 
206; place of aixalyris and drill in 
teaching, 209, ^10; experiments in 
different methods of teaching, 210, 
211; service of phonic exercises in 
teaching. 212-15; meeting varied 
purposes in, 220-28; books made 
by children, 221-28; obtaining 
material for from daily paper, 
22f^31; recommendation.^ for 
teaching procedure in, 231-33; re¬ 
quirements for li^er work in, 
234-36; teaching children ob¬ 
jectives of, 238, 239; drill on minor 
processes vs. direct synthetic 
attack, 239-41; idace of oral in 
upper primary grades, 247, 348; 
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occasions for re-^rrading of olamid, J 
249; checking of independipiit, 253, 
254; teacher's niftterials^or 
matter to hk nked in. 317^313;! 
accessory material for, di^ 319: 
textbooks iuti "30S, .320. Hee 
Silent reading. * 

Reading lists, 252. \ 

Recitation, old type of, 110; faulty j 
types of new form of, 110, Ul. i 
Sre (Uho Sol^alized fecitatiop. . 

Records, 'of daily happenings, 16.3,. 
164. ; 

Reijetition, uses of in teac^ipg be- 
giuning reading, 205. 200i » j 

Re-roadiiig, of classic, i49. 

Results, in kindergarten, 

Hiiiemde First Header^ exersiscs 
from, 244. 

Robinson, J. II., quotation from 
introduction to A Motlicr's Letters 
to a.Schoultnastert 67. ^ 

* 

San JoaC* State Normal School, 
ports of second-gnulc activitie.*!, 
104-07. 

“Scribble” stage, in written expres¬ 
sion, 151, 1.52. 

Sentence, getting conception of, 163, 
164. 

Silent reading, effect on oral expres¬ 
sion, 147, 148; relative importtince 
of in first and Second grades, 215- 
20; sources for in c^irly grades, 
218-20; not to be left to rhartce j 
development, 836-38; rough test¬ 
ing in, 287; gspecialb’ devised 
practice tnatcrial for training in, 
242-47. I 

Social intercourse, s«’h()ol to provide 
opportunities for, 0. 

Socialized recitation, spurious forms 
of, 111-11; essential elements in, 
114-18: record illustrating emien- 
tial elements of, 118. 

Standardized tests, in reading, 2.38; 
influeTice of in primary arithmetic, 
293-96. 

Stone, C. R., oral and silent reading 
in primary grades. 210. 

Stories, written by Children, 16&-73; 


chiidreir’s need for reSilistio, 265~* 
67. 

Sugg«^iona /or the Sunder, 70< 

<Sum'ii:8»r work and play, suggostiQnt 
for; 78. • ^ , 

Su^re^so^, for kindergarten' an^ 
primary grades, 64. 

Suzzatlo, 11:, arithmetic school 
heginnen, 2K0: arithmetic for 
Hocied inaight., 299. • " ‘ ‘ * 

•n 

TeacRing proems; In. pre-school 
IK‘riod, 4, 5. . 

Tcnnan, t.. M., effect of Hcho<jl on 
child’s physical well-being, 9. 

3'osta, to u^asuro product of ijji* 

1 formal matiiorf, 86; practical, 
value of in Arithmetic, 296-99. 

Textbooks, place of in teaohing 
written Rngliah in primary grude^,. 
179~|il; in beginning reading, 19^^ 
194; folk- aii^ fairy-tales in, 263.- 
65; in ri'ading and arithmetic, 325, 
3;^0. 

The Fairy's Touch, language game, 
1.35. 

The lied Cross in Tijiyland, specimen 
of composite story, 170. 

Thorndike, E. L., learning is con¬ 
necting, ^99; lau’ qf effect in learn¬ 
ing pnx’pss, 200; values of pui^ 
poseful and intrinsic interest in 
arithmetic, 3(>6, 307. 

Transforminy a F&rtable Building, 

' Fort Wayne Normal 3'ruiiiing 
School, 98 ; 

Verses, written by ,‘hiidrcn, 173-77. 

Tl’ard Primer, 203. 

Wilson, O, M., arithmetic used by 
adults, 287. 

Wise. Mai^orie, manuscript writing, 
190. 

W'r>od,v, Clifford, Addition Scale, 
294. ’ 

Word-calling, in reading, 204. 

Writing, informal approach to, 182- 
89; arguments for logical ap¬ 
proach to, 182, 183; steps in flex¬ 
ible method of teaching, 186-88. 
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of nantcH, titles, a^d single words, 
1S6. , ^ 

Written expression,' (i^t^roach to, 
150-54; time dfjvotda tp, 150; 
“seribhle” stage in, 151, 152; de¬ 
sire to eonmiuiiicute in, 153; ob¬ 
jectives of, 154-5<1; list of every¬ 
day Uses of, 165;.letter-wtiting as 
starting point fi>r, 150-63; dc- 
volopmeiit of sentence ‘sense, 163, 


164; to be enudl ’In amount and 
varied in cMars^ter, 166; pro¬ 
vision for creative wrk in, 166- 
77; [)eriods in not to tie assigned 
to keep children btisy and quiet, 
177-79; place of textbdoks in 
teaching, 179-81. 

Written reproductions, effective use 
of, 179. ^ * 










